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ABSTRACT
Performance-Based Vocational Teacher Education:
An Assessment of Attitudes of Teacher Trainees
And Teacher Educators at Westfield State College
(September, 1978)
Alberta D. Deas
,
B . S
.
,
South Carolina State College
M.Ed.
,
University of Massachusetts,
Ed.B., University of Massachusetts,
Directed by: Dr. Robert Miltz
The purpose of this research was to explore the rele-
vancy of performance-based vocational teacher education for
training minority vocational teachers. The purpose was not
to advocate PBTE over other viable alternative, but merely
to explore the possible advantages it might offer for train-
ing minority students . While both minority and white under-
graduates in occupational education at Westfield State College
are included in the study, the major focus is on the minority
student of lower socio-economic background who comes to the
college with very different orientations to the learning ex-
perience than most of the other students. The study focuses
on attitudes of the minority and white teacher trainees toward
PBTE modules as a method of instruction.
The findings did show that PBTE is a viable method for
training vocational teachers rapidly and well. It also revealed
that this method is preferred by both the minority and white
respondents participating in the project, and there is no sig-
nificant difference in the attitudes of the two groups toward
Performance-Based Teacher Education.
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CHAPTER I
INTRODUCTION
One of the persistent problems in American teacher ed-
ucation has been the incongruence of the preparation of teach-
ers to the job they are expected to do in the schools and to
the emerging social conditions
. Changes in what society ex-
pects its schools to teach- -in the pupil's backgrounds, in the
instructional materials available, in the role of the teacher
outside the classroom- -all have kept placing new demands on
teacher education. Teacher preparation institutions, tradi-
tionally remote both geographically and also in terms of the
disparity between theory and practice, cause teacher prepara-
tion to become increasingly out of date. When the gap between
what the teacher is prepared to do and what the teacher is in
fact called on to do grows too great; frustration mounts and
inspires, reform movements to break the old teacher education
molds and create new patterns . Such efforts have sometimes
creates new pressures and demands which ultimately prove to be
irrelevant to changing school conditions.
In the early sixties, many inadequacies associated
with the process of preparing teachers were identified. Some
of these shortcomings identified by Korner (1953) and Conant
(1963) are:
21. Teacher education curricula are not built upon the.
actual work requirement of teachers;
2. Instruction is not tailored to meet the needs of the
individuals
;
3 . Learning experiences are not provided which relate to
the professional needs; and
4. The educational product is not systematically eval-
uated .
Robert Norton and others (1976) point to additional
characteristics of most traditional education programs that
need to be addressed. They submit that most teacher education
programs, general and vocational, have historically been based
on time and credit hours
; and certification is based upon com-
pleting a certain number of professional educational courses.
The traditional program's strength lies in the student -teach-
ing experience. Cooperating teachers have not been trained for
the responsibility of supervising the student teacher. Their
evaluation of these student teachers has been performed with
the use of subjective and/or norm referenced criteria. In ad-
dition, overall assessment is based on student's grade point
average
.
The foregoing implies that there is not much left to
salvage from our traditional teacher education programs . How-
ever
,
the Norton report clearly points out that the identified
3shortcomings of traditional teacher education programs are not
meant to be taken as efforts to completely dismantle current,
programs, but as an efrort to eliminate the weaknesses and
build up the strengths already present.
Performance-Based Teacher Education (PBTE) is
,
in the
judgement of the investigator, a significant, relevant response
to this continuing challenge. Seldom in the history of educa-
tion nas an idea received such widespread interest and rapid
acceptance as has Performance-Based Teacher Ediication.
According to Hamilton and Huang (1975)
,
PBTE is an ap-
proach to teacher preparation in which the teacher is required
to demonstrate essential teaching tasks in an actual teaching
situation. Actual performance of the tasks insures that the
teacher has not only the knowledge required but also the abil-
ity to perform competencies (teaching skills or tasks) that
are essential to successful teaching.
The terms "Competency-Based Teacher Education"
and "Performance-Based Teacher Education” are often used synon-
ymously by educators. Some, however
,
distinguished between
the two terms. Since the tern PBTE stresses "performance",
some PBTE programs require students to perform skills without
having carefully identified and verified which skills are need-
ed. Similarly, since the term CBTE stresses "competency", some
CBTE programs are developed based on identified competencies
(or skills)
,
but do not require students to perform. The
4American Association of Colleges for Teacher Education feels
that any such program (whichever term is used) should be based
on verified competencies or skills, and require prospective
teachers to perform each skill in an actual school situation
in order to show their competency in that skill.
The investigator agrees with the position of AACTE
and for the purpose of this study will use the term PBTE ex-
clusively. The only exception to this is when referring to a
particular CBTE program at various institutions.
The Professional Vocational Teacher Education Curricu-
lar materials are structured upon identified and verified teach-
er competencies which the learner is required to perform in an
actual teaching situation. The curricular materials are there-
fore referred to as a Performance-Based Teacher Education Cur-
riculum (Hamilton, and Huang, 1975).
Further development of the concept is proceeding in a
number of research and development centers
.
Traditional teach-
er education programs are being modified to meet some or all
of the criteria of PBTE and the installation of completely new
PBTE programs is being contemplated in many teacher education
institutions
.
In spite of this, much still needs to be learned about
how best to plan, organize and manage PBTE programs. Implemen-
tation can be complex, and demands a new outlook, organization-
al patterns, and instructional techniques. The literature on
5PETE raises many questions about how PETE should be imple-
mented. This document will explore the implementation style
specifically for Westfield State College and to a lesser de-
gree, other institutions involved in PBTE programs.
The Purpose of the Study
This study is designed to acquaint the teacher educa-
tor and administrators in vocational teacher education with
the merits of the Performance-Based Teacher Education Curricu-
la and offer information on how it can be effectively imple-
mented in their course offerings or educational departments.
Because of the responsibilities each institution will face, it
is the desire of this investigator to help educators and admin-
istrators :
• Understand that knowledge and skills are required that
are different from those used in traditional preparation
programs
.
• Acquire a basic knowledge of what has been done by PBTE
program developers and implementers
.
• Obtain an understanding of the concepts of the PBTE pro-
grams and become familiar with the changing roles of the
instructor and teacher trainees.
6To accomplish these goals, this investigator assessed
the attitudes of the teacher trainees and teacher educators
at Westfield State College toward the PBTE Modules as a meth-
od of delivering performance-based teacher education in con-
trast to the traditional methods of teacher education.
This study is focused on the implementation of the
PBTE curricula for pre-service and in-service, secondary and
post-secondary, vocational teacher trainees In occupational
education.
Definition of Terms
Actual School Situation A situation which the teacher
trainee is actually working with and responsible for
secondary or post-secondary vocational students in a
real classroom.
Attitude -- An individual's positive or negative feeling
about a given situation. A way of thinking, acting or
feeling
.
Behavior -- An individual's overt reaction as a result
of exposure to new methods or products.
Competency -- The achievement of the knowledge, skills
and attitudes required to perform a given task.
Module A segment of an Instructional package designed
to cover one or more closely related teaching compe-
tencies
.
0.<?£31£§tigilgjL^Speciality
i
A specific area of prepara-
tion within a vocational service area.
Performance Demonstration of ability to perform the
identified and verified competencies in an actual
classroom setting.
Resource Person -- The person in charge of the teacher
trainee educational program.
Resource Person Feedback Questionnaire -- A questionnaire
designed by Ohio State University and other vocational
educators, and modified by the investigator to obtain
information about the attitudes and feelings of the
vocational educators at Westfield State College.
Teacher Trainee -- The vocational teacher who is enrolled
in the Division of Occupational Education and/or the
CBTE Program at Westfield State College.
Teacher Trainee Feedback Questionnair e -- A questionnaire
designed by Ohio State University and other vocational
educators, and modified by the investigator to obtain
information about the attitudes and feelings of the
vocational teacher trainees at Westfield State College.
8Need for the Study
Evaluation efforts in American education are receiv-
ing increasing impetus at various levels. The public is de-
manding an accountability of tax dollars spent in education.
The research data gathered in educational evaluations are be-
ing closely scrutinized by taxpayers.
Since the public is demanding more tangible evidence
of success from educators, those who specialized in the re-
search and development of educational innovations are also en-
couraged to make more efficient use of their resources
. To
be more specific, personnel specializing in educational inno-
vations such as textbook publishers
,
research organizations
and authors may benefit from a study where facts are gathered
concerning the attitude and behavioral reactions of educators
,
students and institutions to innovative instructional materials
as compared to conventional materials and methods
.
More efficient use of dissemination strategies may be
made by knowing whether a significant number of students and
educators have a positive or negative attitude toward certain
types of innovations
.
Feedback of a positive nature may tend to promote im-
plementation of Performance-Based Vocational Teacher Education
at Westfield State College, whereas negative feedback may tend
to curtail implementation pending further study.
9Implementation and dissemination strategies may be
better planned by knowing the level of students and teachers'
acceptance and use of training materials and innovative methods
Rationale
Westfield State College vocational training program
traditionally served vocational teachers from Western
Massachusetts preparing for certification to teach in the
neighboring vocational schools. Less than one percent of
the teachers trained were minorities. Therefore, a pilot
project was conducted to recruit and train inner city minor-
ities from Springfield, Massachusetts. A method had to be
found to train these prospective minority teachers both rapid-
ly and effectively. The vehicle selected to do this was Perfor
mance-Based Vocational Teacher Education.
In order to determine the effects of the training on
the minorities
,
and subsequently the White group participating
in the new approach to vocational teacher education, three
questions were developed to assess the students' attitudes
toward their performance-based curriculum using the modular
approach and the traditional methods of instruction. The
fourth question was concerned with the teacher educator's or
resource person's attitude toward the modular approach and
the traditional method.
10
The Research Questions
In pursuance of the primary objective of this inves-
tigation, the research questions will be presented as follows:
1. Will Group I (minority teacher trainees) have a more
positive attitude about the modular curriculum than
Group II (white middle class teacher trainees) about
the traditional curriculum?
2. Will Group II have a more positive attitude about the
modular experience than the traditional experience it
has had?
3. Will there be any significant differences in the atti-
tudes of the two groups toward performance-based in-
struction or the modular experience?
4. Will the teacher educators or resource persons have a
more positive attitude about performance-based instruc-
tion than the traditional method of instruction?
Basic Assumptions
The basic assumptions accepted by the investigator at
the outset of this study are as follows:
11
1. All data gathered from the Resource Persons Feedback
Questionnaire and the Teacher Trainee Feedback Ques-
tionnaire are accurate because of repeated checking
for errors by the original investigators.
2. Respondents to the instrument answered all questions
truthfully and to the best of their knowledge.
3. The PETE Modules in the study are intended by the
authors to be useful to the vocational teacher trainee
and the vocational teacher educator, as well as other
target groups.
4. The PETE educational modules examined in this study
are representative of the one hundred developed by the
Center for Vocational Education, Ohio State University,
to improve the educational process for vocational ed-
ucators .
5 . Teacher educators want to be prime movers and imple-
menters of educational innovations.
Limitation of the Study
The study is limited to data gathered about vocational
pre- service and in-service teacher trainees and teacher educa-
tors at Westfield State College.
12
The Competency-Based Vocational Teacher Education Pro-
gram at Westfield State College was initially a pilot prelect
primarily tor minority vocational teachers and is now being
implemented into the regular vocational course offerings. The
study is limited to data gathered from the minority vocational
teacher trainees who have been exposed to modules in all of
their vocational education courses and to an equal number of
white middle class vocational teacher trainees who have been
exposed to modules in only one of their vocational education
courses, as well as the teacher educators involved in the Com-
petency-Based Vocational Teacher Education Program at Westfield.
Data gathered is limited to approximately fifty respondents.
Overview
This dissertation consists of five chapters. Chapter
I explores the historical context of vocational teacher educa-
tion and the concept of Performance-Based Vocational Teacher
Education. For clarity, a list of definitions of terms is in-
troduced. This chapter is designed to explain the purpose of
the study, state the research questions and give the limita-
tions and significance of this research.
Chapter II will review the literature pertinent to
the issues and problems of implementing PBTE at institutions
13
of higher learning, review major research and explore the ma-
jor thrust of PBTE on teacher education. Attempts will be
made to identify concerns of the public, the government, edu-
cators and administrators about the state of the scene of
teacher education in the United States
.
Chapter III will address itself to Performance-Based
Teacher Education at Westfield State College. An overview of
the project and a description of its component parts is given.
In addition, the research procedures used in the dissertation
will be examined in section two of the chapter. Part one of
section two will describe the population; part two, the instru-
mentation; and part three, the procedures for analyzing the
data
.
Chapter IV will present the findings and an analysis
of the data collected. The major emphasis of this chapter
will be the level of significance of the teacher trainee atti-
tudes toward PBTE modular instruction.
Chapter V will present the summary, implication and
recommendations of the study. This concluding chapter will
synthesize the substantive material presented in the four pre-
vious chapters to serve the purpose of this study.
CHAPTER II
REVIEW OF THE LITERATURE
The review of the literature will be organized into
three major sections. The first section will include an over-
view of the historical background of vocational education and
its relationship to the concept of performance-based teacher
education. A discussion related to the essential characteris-
tics will follow. The second section will explore performance-
based teacher education as a vehicle for the accountability
movement and the system approach. The third section will ex-
amine the research on teacher education by teacher educators,
research laboratories and colleges and universities.
In this chapter, an attempt will be made to look at
the progression of major research in teacher education lead-
ing to performance-based teacher education. An attempt will
be made to identify the current attitudes and progress or
lack of progress made toward performance-based teacher edu-
cation .
14
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Performance-Based Education
Historical Background
Within the last two decades, vocational teacher educa-
tion has undergone a considerable review. After the shock wave
resulting from the Russian launching of Sputnik I, the United
States reacted by allocating monies for experimental programs
in education. The fact that Russia had beaten the United States
into space aroused the concern of many Americans . Educators
found themselves faced with many questions relative to what was
actually taking place in our educational institutions.
With the passage of the National Defense Education Act
of 1958, monies were allocated for the expansion and develop-
ment of vocational education programs . The report from a
Kennedy appointed national group of educators charged with the
review and evaluation of ongoing programs led to the passage
of the Vocational Education Act of 1963. That same year. Con-
gress sought to upgrade post-secondary education and the prep-
aration of teachers by passing the Higher Education Facilities
Act. With the passage of these acts and the Amendments of
1968, vocational education experienced accelerated growth.
Along with the government's policy and programs which
gave rise to this unprecedented growth in vocational education
came the need for more and better prepared teachers. During
16
this period in the early sixties, several major publications
appeared which were to lay the groundwork for new directions
in teacher education. The implications of the behavioral ob-
jective movement and the identifications of shortcomings as-
sociated with traditional teacher education programs was for
teacher educators to move toward instruction tailored to meet
the need of the prospective teacher with a more systematic and
objective method of evaluation.
Concerned with the rise of technology, urbanization
and the many social ills and problems, including dissatisfac-
tion with teacher education, the United States Office of Edu-
cation issued a request in October of 1967 for proposals to
submit "Educational Specifications for a Comprehensive Under-
graduate and In-Service Teacher Education Program for Elemen-
tary Teachers" (Boerrighter
,
1969). Elementary was defined
as including preschool, primary and intermediate ages. The
request for proposals indicated that a system analysis approach
should be used in developing specifications. The specifica-
tions should be utilized to develop alternative teacher train-
ing programs . The programs should be developed in sufficient
detail to become operational by teacher training institutions
(Blewitt, 1969).
Eighty proposals were received and nine were funded
for approximately one and one-half million dollars . Those in-
stitutions receiving funding for proposals were the Universities
17
of Florida State, Georgia,' Massachusetts, Michigan State,
Pittsburg, Syracuse, Toledo, Teachers College, Columbia, and
the Northwest Regional Education Laboratory. The University
of Wisconsin was not funded, but developed a research project
at the expense of the University. The specifications for
teacher education programs were completed in October of 1968.
Eight institutions were funded to conduct feasibility
studies related to developing, implementing and operating mod-
el training programs. The feasibility studies were completed
in January of 1970 and the cost for making the programs opera-
tional was estimated at 114 million dollars over a five year
period (Rosner, 1972). Rather than provide such a great sum
of money, other developmental approaches were planned. The
United States Office of Education decided to provide small
sums of money to several "developing institutions" to encour-
age the development of teacher education programs which had,
by this time, received the title "performance-based teacher
education." Ten small southern colleges were selected to re-
ceive small sums of money to plan, develop and implement per-
formance-based programs based on the teacher education models
.
The colleges banded together and named themselves The Consor-
tium of Southern Colleges for Teacher Education. This consor-
tium was established so that the colleges could share mater-
ials and expertise. The institutions involved were Norfolf
State, Clark College (Atlanta), Jarvis Christian, North
18
Carolina Central University, Shaw University, South Carolina
State, Florida A & M University, Tennessee State, Xavier Uni-
versity, and Livingston University (Alabama)
.
Two of the universities in the consortium had made
sufficient progress in pioneering performance-based teacher
education programs to have their* programs described and pub-
lished in 1972. They were Livingston University (Alabama) and
Florida A & M University (Elfenbein, 1972) . Pembroke State
University, Prairie View A & M University and the University
of South Alabama became affiliated with the Consortium in 1972.
By 1973, all of these institutions had created plans for con-
version or were in the process of implementing performance-
based teacher education programs (Fortney and Judge, 1973).
Performance-based teacher education as an innovation
grew rapidly. In 1973, Sehmieder listed ten colleges as total
"competency-based" and eighty institutions as having alterna-
tive or parallel teacher education programs. In 1973, seven-
teen states had given legislative and/or administrative support
for performance-based certification. An additional twenty-
eight states were studying the concept. An American Associa-
tion of Colleges for Teacher Education questionnaire (1972)
showed that of 783 institutions of higher education reporting,
nearly five hundred had PBTE programs or were in the process
of developing PBTE programs (Elam, 1973)
.
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During this period, significant efforts by vocational
educators to develop curricular materials that incorporate
the concepts of PETE were undertaken by the. Center for Voca-
tional Education, Ohio State University. Much of the work at
the Center was concentrated in the research of Cotrell and
others. Utilizing occupational analysis for developing teach-
er competencies and task analysis techniques to identify per-
formance requirements for teacher coordinators of cooperative
programs
,
Cotrell identified the competencies relative to var-
ious service areas
.
In the early seventies, new interest on a global scale
was generated relative to performance-based education and ac-
countability. The idea of applying cost-effectiveness in
evaluating the outcomes and effectiveness of public education-
al programs had, obviously, high appeal to public officials
and politicians. The seventies also brought the humanistic
movement along with the advance of the career education con-
cept; overall, in the sixties and in the early seventies, ed-
ucation, as a whole, experienced an unprecedented period of
growth. This growth has been primarily generated from the
Federal Government's willingness to' invest in human resources
in the interest of its National Defense; and in this process,
allocated a great deal of resources to research and develop-
ment which led toward a more systematic approach to education.
20
Accountability and Competency
The development of the systems approach to education-
al problems was timely with the appearance of the concept of
accountability"
. The accountability movement in education
arose over the fact that taxpayers and parents demand that
school personnel be held accountable for funds. This included
an examination of the relationship between school cost and stu-
dent performance
. Xn addition, the federal and state govern-
ments were demanding that educational dollars be accounted
for in terms of the product the dollars were generating.
Lessinger (1970) explains the concept of accountability:
The concept establishes as public policy three basic
rights. First, each child has a right to be taught what
he needs to know to take a productive and regarding part
in our society. Second, the taxpayer and his elected
representatives have a right to know what educational re-
sults are produced by a given expenditure for education.
And third, the schools have a right to draw on talent,
enterprise and technology from all sectors of society
(?. 233).
Some of the above considerations have resulted in the
notion that schools and school systems should be held respon-
sible for educational outcomes. This idea of accountability
in the abstract seems commendable. However, the problems
arise in making the concept operational. Lessinger (1971)
poses the following difficult questions
:
1. What are the learning goals for which educators should
be held accountable?
21
2. Whose responsibility is it to set goals for which a
school will be held accountable?
3 . How is goal attainment measured?
4. What is the range of persons who should be held ac-
countable?
In trying to deal with some of these questions, state
legislatures began to demand that pre-service and in-service
teacher education be based on an accountability model. Spe-
cific competencies were to be mastered by all teachers before
certification would be granted.
In order to meet the legislative mandates, state de-
partments of education, along with teacher training institu-
tions, have designed competency or performance-based require-
ments which must be met before an educator is certified. In
a survey conducted by Wilson and Curtis (1973)
,
it was found
that eleven state legislatures passed laws requiring that com
petency-based programs be instituted for the preparation of
teachers and/or administrators. In sixteen other states,
such legislation has been introduced to the legislative body.
Research on Teacher Competency
There are numerous studies that have attempted to
demonstrate the relationship between teacher behavior and stu
dent performance. It is interesting to note the following:
22
Although there is a vast body of research, on the relation-
ship of teaching characteristics to effectiveness on teaching,
the review of this research.
. . shows no consistent relation
between the characteristics (Brim, 1968)
.
Bubin and Xaveggia (1968) concluded after reviewing
ninety-one comparative studies of teaching technologies con-
ducted oetween 1924 and 1965 that: "These data demonstrate
clearly and unequivocally that there is no measure, of differ-
ence on a truly distinctive measure of instruction when eval-
uated by student performance or final examination." Mood con-
cludes: "We can only make the not very useful observation
that at the present moment, we cannot make any sort, of mean-
ingful quantitative estimate of the effects of the teacher on
student achievement" (Mood, 1970)
.
In dealing with the issue of teacher effectiveness,
Rosenshine (1972) suggests that one consider three criteria
for the evaluation of performance: The measure of student
achievement, the overall rating given by students and the mea-
sure of student attitudes. The last two refer to student sat-
isfaction and are the easiest to deal with.
The next consideration is to determine the number of
behaviors to be evaluated, i . e
.
,
does the teacher have to be
clear, stimulating, interested in the student, and interested
in the subject matter to be effective?
23
The specification of which group of behaviors com-
prise such ideas as clarity or enthusiasm becomes of prime
concern if one wants to develop effective operational defi-
nitions .
Sosenshine (1971) states that he appreciates the many
difficulties involved in process
-product research. The de-
signers of Competency-Based Teacher Education Programs should
consider the following suggestions of Rosenshine. before design-
ing their learning modules
;
Account: for the stability of teacher behavior across
occasions, e
.
g
.
,
during lecture, student independent
study, testing. What are the frequency of certain be-
haviors when observers are present or absent?
--Collect evidence of teacher effectiveness from one year
to the next.
--Design studies in which teacher behavior is studied
over a short period of time.
--Investigate teaching behavior that will produce super-
ior results with one type of learner but inferior re-
sults with learners of different characteristics.
--Confirm the power of selected teacher behavior by sys-
tematically having teachers vary practice in accordance
with their prediction and collect evidence of the re-
sults (Rosenshine, 1974).
There are many other important considerations espe-
cially relating to the criteria for assessing teaching compe-
tencies. They include the reliability and validity of such
instruments as student rating scales, self-ratings, adminis-
tration ratings, and systematic observation techniques (McNeil,
1973) .
24
A further consideration is raised by Fopham. He
notes that there is evidence that widely divergent instruc-
tional tactics can be used to promote identical instructional
goals. For one teacher, a non-directive approach may be ideal,
while another teacher might find a highly directive approach
preferable. Yet because of idiosyncratic personalities, prior
experience and other variables, both teachers' approaches may
be equally effective. The investigator agrees with Fopham
that there are many roads to the same destination. The dif-
ficulty is in agreeing where we are going.
Fopham suggests that an effective device for evaluat-
ing teacher effectiveness is a performance test that he de-
signed at UCLA. He believes that the chief reason for the.
teacher's existence is to promote beneficial changes in the
learners
.
The test, therefore, holds the instructional goals
constant and allows teachers to use their own strategies.
The process includes
:
1. Teacher is given one or more explicit objectives.
2. Teacher is given time to plan an instructional se-
quence .
3. Teacher then instructs a group of learners.
4. At the conclusion of the instruction, the learners
are measured with respect to the objective in terms
of their performance. This will provide a measure
of the teacher's instructional skill (Fopham, 1972).
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This procedure could be an effective tool if both instructor
and student agree with the specified goals.
The research on teacher competency largely ignores
the differences among students. Is there one set of behaviors
for teaching everything to everybody? It seems clear that ef-
fective teaching might be different for different age groups
or in different cultural settings.
Finally, what is to be taught is often not considered
in many of the studies. There is no apparent effort to iden-
tify the possible interactions between teaching behavior, var-
iables and content. If there is an important interaction be-
tween the two (given cognitive achievement as a criterion)
,
then the conclusions about what behavior is effective may be
determined by content as well as by teacher behavior
.
Research in Performance-Based
Vocational Education
The research conducted by Beamer (1956) , Walsh (1960)
,
Crawford (1967)
,
Courtney (1967)
,
and Cottrell (1971) is rep-
resentative of the early research efforts aimed at identifying
the competencies important to vocational teachers. Signifi-
cant efforts by vocational educators to develop curricular
materials that incorporate the concepts and philosophy of
PBTE have been untaken by: The Center for Vocational Educa-
tion, Ohio State University (1971); Wayne State University,
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(Cook, 1971); University of Minnesota, (Peterson, 1973); and
Illinois State University, (Loepp
,
1974).
Finch, Hamilton and Andreyka summarized the research
of Cottrell at a meeting of State Vocational Directors in
1974. Cottrell developed his work in two phases. Phase I
was to identify performance requirements of teachers in con-
ventional programs in agriculture, business, distributive,
health occupations
,
home economics
,
technical
,
and trade and
industrial education. Phase II of the research project was
concerned with the identification of performance requirements
for teacher coordinators of cooperative programs in off-farm
agricultural, office occupations, distributive, wage earning
home economics, trade and industrial, and special needs educa-
tion.
Initially, the Center for Vocational Technical Educa-
tion staff at Ohio State University conducted a literature
search to identify work that had been done which would have a
bearing upon the study. Next, an occupational analysis of
the competencies required by vocational teachers was conducted.
As a result of the analysis, a preliminary list of
237 tasks was developed. These tasks were, through expert
judgement, placed into ten categories. The categories in-
cluded :
1. Planning of Instruction
;
2. Execution of Instruction
;
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3..
4.
5.
6 .
7.
8 .
9.
10 .
Evaluation of Instruction;
Management
;
Guidance;
Public and Human Relations
;
Student Vocational Organization;
Professional Role;
General School Activities; and
Coordination
.
Tasks were then examined and rated by a panel . The
twenty-one member panel representing each of the seven ser-
vices and nineteen states was selected by the Center staff
with recommendations from the USOE Division of Vocational and
Technical Education, and other leaders in the. field. The
group examined and rated the tasks and identified important
common tasks across the seven service areas. Additionally,
226 of the 237 tasks were deemed important to the successful
vocational teacher. The ten categories were confirmed as be-
ing relevant
.
Next, a national survey of vocational teachers was
conducted. Teachers were asked to identify incidents which
were critical to their success. As a result of this survey,
thirty tasks were added to the list giving a total of 256 com-
petencies. One hundred and forty existing competencies were
verified as being important to the successful teacher (Cottrell
and others, 1971a, 1971b).
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During the second phase of the research, a task anal-
ysis was again conducted after a literature search was made.
This analysis was done on a small scale and involved Center
staff and small groups of teachers
. Based on this analysis,
a preliminary list of teacher coordinator tasks was developed
It consisted of 385 tasks
,
including the ones identified in
Phase I of the project.
At this point, three hundred persons, nominated by
their respective state supervisors as outstanding teacher co-
ordinators, were chosen to examine and rate the tasks. Fifty
persons from each of the aforementioned service areas were
asked to rate them in terms of their importance to the suc-
cessful teacher coordinator. Analysis of data revealed the
important common and unique tasks by service area. All were
deemed to be important by the group, and ninety-two percent
of the tasks were of common importance across two or more ser
vice areas.
Next, a randomly selected sample of the three hundred
raters was brought to the Center for a review and clarifica-
tion meeting. Twenty-nine outstanding teacher coordinators
reviewed the various tasks and clarified ratings of them for
the project staff at points where questions were raised. At
this time, one of the tasks was eliminated. Next findings of
Phase I and Phase II were merged, and a set of performance-
oriented general objectives was developed. These objectives,
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which specified the task, general criteria and general stan-
dards of performance, constitute a base for the development
of the teacher education curricula (Cottrell and others, 1972a,
1972b, 1972c).
Once the research was completed on the 384 competen-
cies
,
curriculum materials were developed to implement the
performance-based curricula. The curriculum materials were
developed as learning modules (sometimes called learning ac-
tivities packets or individualized learning packages in other
PBE programs)
.
The modules were cooperatively developed by practicing
teachers and teacher educators. Module prototypes were con-
structed and tested at the University of Missouri and Oregon
State University. The Center for Vocational Teacher Education
sent Research and Development specialists to serve as liaison
in the field testing procedure. Each of the 120 modules was
subjected to eleven steps in development and revision. After
the revisions, the modules were tested in terms of formative
and summative evaluation at Temple University and the Pennsylvania
Department of Education. Feedback from this system involves
further revision from CVTE . A final aspect of the project
deals with module psychometric refinement.
The modules are based on "performance objectives" and
provide alternate learning experiences and criterion measures
for assessing the achievement of the objective. The modules
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are also sequenced sc that they progress from the initial
stage described by Finch et al . as:
(the presentation of the new concept, attitude and/or
skill)
,
to the application stage (the simulation and/or
role playing phase)
,
and finally terminate in a "real
world" setting; that is, the competency is performed in
an actual school setting. At this point, the learner is
ready for the assessment of his/her teaching competency
which the module was designed to develop.
While the work of Cottrell stresses, through task an-
alysis, the performances of conventional teaching, the liter-
ature suggests that more rigorous pre-service training pro-
grams may be required in terms of teacher training, particu-
larly relating to instructional skills. Wiegand (1971) de-
scribes how teachers should be able to assess the development
of pupils based on theoretical constructs of Piaget; how to
formulate performance objectives for children; developing
question asking skills (cognitive-memory-convergent, diver-
gent); developing a competency for classroom evaluation;
recognizing and assessing creativity; and competencies in in-
terpersonal relations
.
The research in both pre-service and in-service pro-
grams utilizes models of micro-teaching developed in the 1960 '
s
at Stanford University. The work of Flanders and Amidon and
others in measuring observable behaviors of teachers also
played an important part in the research. The implementation
of PBE encouraged the development of instructional materials
designed to produce better teachers.
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Performance-Based Teacher Education :
An Overview
Competency-Based Teacher Education means different
things to different people. To some, it is a stimulant, for
reform in teacher education. To others, it is an irritant
encompassing the most trivial aspects of teacher training.
Even though everyone is in favor of a competent teach-
er, the difficulty comes when we try to operationalize the
term. The literature on competency-based teacher education
(or performance-based teacher education) is now vast and in-
cludes: "it happened here" articles and monographs (Burke,
1972; Dodl, 1972; and Houston and Howsan, 1974); "how to"
books (Cooper and Weber, 1973; Houston and Howsan, 1972; and
Popham and Baker, 1973); "pronouncements by commissions and
committees" (McDonald, 1974; and Rosner
,
1972); "special jour-
nal issues" on the topic (Teacher Education , Fall, 1973; Phi
Delta Kappan, January, 1.974) ; and "directives form State Edu-
cation Department" (New York State Education Department, 1972)
.
Competency-Based teacher education is a strategy which
places great stress on the demonstration of explicit perfor-
mance criteria as evidence of what the prospective teacher
knows and is able to do.
The CBTE approach reqxiires that the competencies
which must be demonstrated by program graduates be specified
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in advance. Once these competencies are stated, learning op-
portunities which facilitate student progress toward specific
ends are developed. Procedures for evaluation of student per-
formance are then designed.
The present movement has made a clear demand for pre-
cision in each step of the process, and has included an ex-
plicit requirement that the process and content of all steps
be made public
.
In addition to the broad framework PBTE provides
,
there are several related movements which have become so wide-
ly associated with competency-based pre-service teacher educa-
tion that without them, a PBTE program is judged as lacking.
These movements include student centeredness
,
individualiza-
tion, self-instruction, and field centeredness. The notion
that such movements or concerns ought to prevail in all pre-
service programs is not new. What is novel in the competency-
based movement is the serious commitment of many teacher edu-
cators to make such concerns operative and to perceive them
as obligatory and central rather than as frills.
Schmeider (1973) outlines some distinguishing charac-
teristics of PBTE:
1. Precise objectives should be stated in behavioral
terms
.
2. Criteria to be applied in assessing the competencies
of students should be made explicit, public and nego-
tiable .
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Students should be- held accountable for meeting these
criteria.
4. Instructors should be held accountable for the effec-
tiveness of their planned program.
5. Whereas achievement is specified, the time allowed to
accomplish tasks is flexible.
6.
Whereas exit requirements are specific, the entrance
requirements are less defined.
Schmeider (1973) states that competency-based teacher
education derives its strength from the clarity with which ob-
jectives and expectations are stated. For example, the pro-
gram participants know precisely what is expected of them, as
well as the standards which must be met for program comple-
tion; the program operators have guidelines which assist them
in the design and the evaluation of learning experiences; and
the prospective employers have a fairly accurate gauge of the
strength and interests of their new teachers.
The following statements are indicative of the vigor-
ous interest in PBTE : "It should be obvious that PBTE is a
trend that is definitely catching on in educational circles
.
Laymen as well as teachers are tuning in to this kind of think-
ing" (Klingstedt, 1972). "There is a growing pressure to sug-
gest that a reform movement of great potential is in the mak-
ing" (Elam, 1972) .
Elam (1972) has written a booklet for the American
Association of Colleges for Teacher Education entitled PETE:
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What Is the State of the Art? . He enumerates four prerequi-
site elements of any competency-based teacher education pro-
gram:
1. Competencies (knowledge, skills and behaviors to be
demonstrated)
:
a. Must be derived from explicit competence of teach-
er roles;
b. Must be stated so as to make possible assessment
of students' behavior in relation to specific com-
petencies;
c. Must be made public in advance.
2. Criteria to be employed in assessing competency are:
a. Based upon, and in harmony with, specified compe-
tencies
;
b. Explicit in stating expected levels of mastery un-
der specified conditions
;
c. Made public in advance.
3. Assessment of student competencies:
a. Use of performance as the primary source evidence;
b. Take into account evidence of student knowledge
relevant to planning for, analyzing and interpret-
ing or evaluating situations or behavior;
c. Strive for objectivity.
4. The students' progress in the program is determined
by demonstrated competency rather than by time or
course completion (Elam, 1973)
.
Elam states that only those programs which include each of
these four elements can be legitimately referred to as PBTE.
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Whereas Elam has been very definitive in specifying
elements which make for a PBTE program, it is interesting to
note that he, in fact, has not dealt with the "art" of teach-
ing. For whatever purpose, Elam has not chosen to deal with
the question of what makes a teacher more than a good techni-
cian. He has enumerated those skills by which programs can
be evaluated; but he has not considered the forces involved
in that teaching which are classified as inspirational, great,
excellent, or dynamic.
PBTE/ CBTE focuses on the development of those teaching
skills assumed to promote pupil learning. The key assumption
is that most competencies needed by teachers can be specified
and assessed.
Broudy (1972) submits that CBTE has three basic assump-
tions :
1. That the teaching act is the sum total of performance
into which it Is analyzed;
2. Performance unit is a matter of indifference: number
and character can vary with each program;
3. The criterion for the product is demonstrated compe-
tence in the selected set of training performances.
Broudy and others feel that the CBTE movement would fragment
teaching by breaking it down into parts which , when reassem-
bled, would not equal the whole. Broudy continued his attack
on CBTE by reflecting on the three basic teaching methods
:
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diadatic (conveyer of knowledge)
,
huristic (exploration) and
philetic (relating to the affect)
;
and labeling CBTE practi-
tionist as "diadatic technicians.”
Griffiths (1973) describes CBTE as an attempt at
creating a system that ties together the school of education,
the public school, the teachers, and the community in the
definition of teacher performances that are to be related
to student learning. He further notes that no one yet has
related a teacher's behavior to a student's learning.
The most widely read and accepted list of PBTE pro-
gram characteristics is the list of: "Essential Elements,"
"Implied Characteristics," and "related and Desirable Char-
acteristics" prepared by Elam for the 1971 AACTE report.
The above-mentioned list is illustrated on the following
page
.
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Conceptual- Model of Performance-Based Teacher Education
t
1. Individualization
2,
1
|2. Feedback *3,
3. Systemic Program
|4. Exit Requirement i.
Emphasis
Modularization s
Student and Program
|
L
Accountability
Field Setting
Broad Base for
Decision Making
Protocol and
Training Materials
Student
Participation
in Decision
Making
Research-Oriented
and Regenerative
Career-Con t inuous
Role Integration
S.
Teaching competencies to be
demonstrated are role-derived*
specified in behavioral terms *
and made public.
Assessment criteria are competency-based*
specify mastery levels* and made public.
Assessment requires performance as prime
evidence* takes student knowledge into
account.
Student's progress rate depends on
demonstrated competency.
Instructional program facilitates
development and evaluation of specific
competencies
»
(Elam, 1971, p. 221
CHAPTER III
THE PLAN OF THE STUDY
In Chapter II, attempts were made to explore the ma-
jor thrust of PETE on teacher education. Also attempts were
made to identify major research and concerns of the public,
the government, educators and administrators about the state
of teacher education in the United States.
This chapter addresses itself to Performance-Based.
Vocational Teacher Education at Westfield State College,
Westfield, Massachusetts. It is divided into two major sec-
tions .
Section I is a detailed description of the Competency-
Based Teacher Education Program for Minorities at Westfield
State College. It presents an overview of the project, a de-
scription of component parts of the project, and a. review of
the implementation process of modules.
Section II consists of a description of the procedures
used in the study. It describes the population, the instru-
mentation and the procedures for analyzing the data.
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Section I :
Overview of Westfield Project
During January of 1976, Westfield Division of Occupa-
tional Education launched a pilot Competency-Based Vocational
Teacher Education Program for Minorities with the cooperative
efforts of the State Department of Vocational Education and
the Center for Vocational Education at Ohio State University.
This project was funded by the United States Office of Educa-
tion and the State Division of Occupational Education.
The main con ern expressed by the author of the pro-
ject and one that is exceedingly relevant to Massachusetts is
the lack of vocational teachers from minority groups in voca-
tional-technical and comprehensive high schools of the Common-
wealth. He foxmd that the problems of ethnic differences and
cultural differences as described by Ashmore (1954)
,
Conan
t
(1964) and Sewell (1972) still prevade public education in
Massachusetts. Cultural empathy is lacking in many teachers
and perhaps especially so among vocational teachers since
minorities have traditionally been excluded from many of the
trades
.
Therefore, it was the purpose of this project to ini-
tiate a teacher training program in vocational education based
on Performance-Based Teacher Education with members of minor-
ity groups from Springfield, Massachusetts.
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The program was divided into three components
:
1. Recruitment of prospective teachers of vocational
subjects from minority groups.
2. Preparation of prospective teachers via the use of
PETE.
3. Placement of these teachers in vocational and/or com-
prehensive high schools
.
Obi actives
The objectives of the programs were:
1. To recruit, actively and systematically, skilled per-
sons from minority groups in the areas of
:
a. Trade and industry;
b. Distributive education;
c. Business education;
d. Health, occupations.
2 . To present to those recruited the requirements for
teaching in vocational schools.
3. To list the advantages of teaching in vocational
schools
.
4. To encourage those recruited to embark upon the teach-
er training program which will fit them for teaching
in a vocational school.
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5. To use the format of PBTE in the training program in
order to take advantage of the knowledge and skills
already attained by the participants
,
and to insure
the most practical and most rapid approach to approv-
al status
.
6. To use the courses required by the Division of Occupa-
tional Education for approval as the basis for the se-
lection of the competencies to be demonstrated by the
students
.
7. To schedule where possible, and with the help of the
State Division of Occupational Education, special ex-
aminations for those eligible and in those areas where
required so the participants may be approved for teach-
ing in a vocational school.
The procedure that was to be followed in the program
involved these components
:
Recruitment of Prospective Teachers
Since traditionally, members of minority groups have
been excluded from the trades and indeed from many other occu-
pations
,
it was necessary to survey, in depth, the present oc-
cupations of graduates of vocational schools from minority
groups to determine if they were in a trade which is appropri-
ate for teaching in a vocational school. The various social
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agencies of the area— the Division of Employment Security and
others--were canvassed to reach persons who might be eligible
for the program. A special effort was made to recruit persons
for the health occupations, distributive education positions
and business occupations since the need is great for minority
teachers in these areas and the prospects of locating quali-
fied individuals with interests in these areas appears greater.
Despite this prognosis
,
every effort was made to locate and
contact minority persons with aptitude and trade experience
in any of the areas appropriate for teaching in a vocational
school. One person was employed to coordinate this effort
with the expectation that volunteers would also be utilized
in specific areas
.
This extensive and intensive recruiting effort resulted
in twenty-five minority persons indicating a desire to undergo
training as prospective vocational teachers
.
Orientation and Counseling
The world of teaching and the vocational school were
unknown territory for the majority of the participants in
the program. For this reason, an intensive orientation pro-
gram was conducted. This orientation program included the
following topics:
1. Overview of vocational education;
2. Needs of vocational schools;
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3. Benefits of teaching in a vocational school;
4. Approval requirements;
5 . PBTS and how it works
;
6. Job opportunities.
Throughout the program, intensive counseling seminars
and workshops were provided for the program participants
.
Preparation of Prospective Teachers
The instruction in the program initially was provided
by teams of teachers composed of one person familiar with,
and skilled in, teaching in vocational schools; one individ-
ual who could relate on an interpersonal basis with the par-
ticipants and one counselor or advisor. The counselor also
served as a job developer and as a placement director for his/
her group. Each team of three worked with ten to fifteen stu-
dents. Each team was responsible for the instruction, evalua-
tion, counseling, and placement of the members of the group.
It was decided that for the initial program, two teams were
sufficient
.
It was assumed at the beginning of the program that
the materials for training, according to a performance-based
format, would be available from the Center for Vocational Ed-
ucation at Ohio State University; and that the utilization of
these materials would enable the instructors to train the
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participants in the Program both rapidly and well. Due to
circumstances beyond anyone's control, the modules from the
Center for Vocational Education were not available. The pro-
ject. had to get started or lose its funding. This fact forced
the staff members working in the PBTE program to construct
their own modules for instruction for the first course taught.
Thus, the role of the staff changed dramatically. They
were now involved in module construction for Performance-Based
Teacher Education. The first semester involved:
1. Constructing modules of instruction;
2. Testing modules with minority persons intending to be-
come vocational teachers
.
3. Evaluating and restructuring modules based on the re-
sults of testing;
4. Utilizing microteaching and other instructional devices
5. Compiling references and other pertinent information
that covered various competencies
;
6. Holding all day Saturday workshops twice a month on
pertinent issues relevant to vocational teaching.
7. Arranging staff workshops pertinent to modules con-
struction and instructional techniques;
8. Providing staff training workshops with Ohio State
University
.
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These modules followed the Competency List developed
by the Center for Vocational Education as selected by the
Westfield State College staff. In selecting the competencies
care was taken to include those elements which are contained
in the usual required courses for approval of vocational in-
structors
.
Implementation Stage of PBTE
Summer Testing
The Center for Vocational Education at Ohio State Uni-
versity expanded its testing site during the summer of 1976
,
and Westfield was chosen to test certain modules for the Cen-
ter. Test modules were carefully selected to cover the compe-
tencies of the courses being taught at Westfield.
The teacher trainees responded immediately to the for-
mat and content of the Ohio State Modules . They were greatly
relieved to be able to work at their own pace, at home or at
school. They were thrilled to see how rapidly one could pro-
gress through the module covering a vast amount of material
and retaining most of what was learned.
This summer experience prepared the staff and the stu-
dents for fall implementation of the modules. At the end of
the summer, Westfield was selected as one of twenty- five
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Vocational Teacher Education institutions chosen to partici-
pate in the second phase of the National Institute for Perfor-
mance-Based Teacher Education national training and implemen-
tation efforts to begin in the fall of 1977.
In-Service. Training
In-service training was offered to vocational educa-
tors who agreed to serve as cooperating teachers
,
resource
persons and assessors. A Performance-Based Workshop was held
to provide an opportunity for in-service instructors from
three area vocational schools: Westfield Trade, Pathfinder
and Putnam-
-to become familiar with the competency-based for-
mat and to review several modules that pertain to supervising
the teacher trainee. The modules completed by thirteen voca-
tional teachers were as follows
:
1. Planning the student teacher observation;
2. Planning the student teaching experience;
3. Supervising the student teachers.
The instructors who participated in this workshop ac-
tively served as resource persons and supervising teachers to
the teacher trainees in the field. In the opinion of the in-
vestigator, the field based resource person is the key to good
college-teacher-field relations, not to mention good perfor-
mance-based teacher education. The most mutually satisfying
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learning/evaluation experiences were those where the resource
person had attended the in-service workshop to prepare them
for that role.
Implementation of PETE Curriculum,
for the Pilot Project
Implementation of PBIE modules took place at Westfield
College in five different courses in the Division of Occupa-
tional Education. This was done without the traditional con-
straints of course structure. The five courses taught were:
1. Foundations of Vocational Education -- This course
is designed to present topics pertinent to classroom
teaching. Included are the place and use of behavior-
al objectives, lesson plans, demonstration lessons,
methods and techniques of teaching, trade analysis,
classroom management, and evaluation of students.
(3 credits)
2. Supervision of the Vocational Schools -- This course
includes the study of various aspects of the vocation-
al school program such as co- curricular activities,
scheduling, fiscal procedures, legal responsibilities,
public relations, and so forth. Emphasis is placed on
the interdependence of the separate component parts of
the modern vocational school. (3 credits)
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Occupational Information. -- Includes the study of
the history of occupations-
-work classification, job
families, job descriptions, current occupational in-
formation from the Dictionary of Occupational Titles
.
It also includes an overview of the job market and an
exploration of written materials designed to provide
basic information relative to vocational choices.
(3 credits)
4
- Ig-St....and Measurement s *- This course is designed to
acquaint students with basic methodologies for assess-
ment and measurement. It includes test designs, usages
of standard tests and compares and contrasts norm/cri-
terion referenced assessment. (3 credits)
5. Educational Psychology -- This course is designed
and organized around major discussion topics with par-
ticular reference to the application of these areas to
the vocational schools. Among the topics considered
are: motivation, readiness, climate for learning,
level of aspiration, and the various types of learning
styles
.
(3 credits)
Module Format and Use
The performance-based program used a variety of in-
structional techniques which allowed the teacher trainees to
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have alternative learning routes that most nearly fit the stu-
dent’s learning style. Modular instruction was the means used
in planning, designing, implementing, and evaluating learning
experiences. Learning tasks were designed to guide students
toward acquiring cognitive, affective or performance criteria
that were specified.
The modular instruction stressed the learner rather
than the instructor. The role of the instructor became one
of structuring, facilitating and guiding the sequence of learn-
ing.
Modules used in this pilot project usually consists of
the following elements:
1. A specific objective or set of objectives;
2. A prerequisite for learning experiences;
3. A pre- assessment to assess the level of readiness rel-
ative to mastery of the objectives;
4. A series of learning experiences designed to guide the
student toward mastery of objectives;
5. A post-assessment designed to assess the student's
level of mastery relative to the obj ective (s)
.
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Objectives
The experiential objectives which appear in the module
consist of both enabling and terminal objectives. Enabling ob-
jective is one of the several process-type objectives that help
students progress toward achievement of the terminal objective.
For each enabling objective in a module, a learning experience
has been specifically designed to help the teacher trainee
achieve it. The terminal objective describes the competency
the teacher is expected to perform in an actual school situa-
tion upon completion of the module (Norton and Huang, 1977 ).
Prerequisites are general background experiences needed
to start a module and specific experiences which were to be
acquired in a preceding module. In order to provide for flex-
ibility in the project, required prerequisites were kept to
an absolute minimum.
Pre-Assessment Procedures
The pre-assessment procedures in the modules were used
primarily to determine whether the student could demonstrate
previous knowledge of the experiences prior to the instruction-
al activities which followed or he must acquire the prerequi-
site's experience necessary for entry level.
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Learning Experiences
The learning experiences were the tasks made available
to the student whose completion leads toward the accomplish-
ment of a single performance objective. The learning experi-
ences in this project was centered around large, and small
groups sessions, lecture
,
independent study, simulation, and
actual classroom performance.
Post-Assessment Procedure
s
Simulation and actual classroom demonstrations were
used to determine whether the student could, after proceeding
to this point in the instructional sequence, demonstrate know-
ledge of experiences and skills relative to the specified ob-
jectives
.
Class Structure
All classes during the pilot project followed the above
described format. All classes consist of thirteen to fourteen
students in a team teaching situation or with an individual
instructor or resource person. The informal structuring of
assignments did, in some cases, result in unbalanced work loads
for the instructor as a facilitator. This disadvantage was
positively overshadowed by the benefits gained in being able
to utilize a student who had completed an objective (thereby
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demonstrating competence) to assist and facilitate peer stu-
dents currently working on the same objective.
The single most difficult problem was a circumstantial
one created by the number of class interruptions due to holi-
days. This resulted in make-up classes and probably increased
the number of after-class sessions and discussions.
Module Checklist
After reviewing and testing some of the modules in a
classroom setting, it was decided by the staff of the pilot
project that forty-five modules should be used. These were
selected according to the needs and interests of the students,
content of the module and Westfield Competency Checklist.
Utilizing outside resources
,
microteaching techniques and
textbooks as references, the staff felt that these modules
would sufficiently cover the five courses required for certi-
fication
.
Implementation of PBTE
Into Traditional Curriculum
PBTE modules were introduced into the traditional
classroom setting during the spring semester of 1977. First,
a two-day workshop was held at the college to train the Westfield
education faculty in the use of PBTE and how to serve as a re-
source person. This workshop was attended by twenty education
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faculty members and administrators. All were very enthusias-
tic and wanted to pursue the use of PETS in some of their
classes. One instructor, who had attended one of the national
workshops, wanted to begin his implementation this semester.
The others were willing to begin in the summer and/or fall of
1977. The only traditional course taught via PBTE this semes-
ter was Appraisal and Evaluation in Occupational Education.
Procedure Used in the
Traditional Classroom
Tne instructor began the course Appraisal and Evalua-
tion m Occupational Education using the text Measurement and
Third Edition, by Norman E. Gronlund.
Since this text is written in the behavioral mode, he felt it
would be appropriate for vocational teachers who teach with
performance objectives defined. However, the class reacted
negatively to the text. Three weeks after the beginning of
the course, modules pertinent to his course became available
and replaced the text.
The instructor proceeded to take the twenty-five stu-
dents through the orientation to the use of modular instruc-
tion and the first module as a group step by step. The response
was very positive. After the initial orientation and the com-
pletion of the first module, the class worked individually and
in small groups that had been formed previously on the eight
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modules required for the completion of the course. The in-
structor worked with these small groups and as participants
were finished, he went through the Teacher Performance Assess-
ment Form (TPAF) to assess the written work with each student
individually
. It should be noted here that these students
were not required to do performance in an actual classroom or
the simulation performance. One of the reason for this is
that more supervisory personnel is needed to adequately follow
through on all aspects of PETE. In working with PETE, the
role of the instructor can go beyond what is reasonably expected
of the position. The ratio of twenty-five students to one re-
source person did not lend itself to post-assessment on a per-
formance basis
.
By the end of the fourteen two and one-half hour ses-
sions, the majority of the students had completed six modules;
some had completed eight. The reaction of the class to the
modules seemed to be strongly positive. The negative feeling
toward the text changed to an appreciation at the end of the
course because the modules helped the students to understand
the use of the text as a reference resource.
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Sec tion II :
The Design of the Study
This study is concerned with planning, designing and
implementing a Performance-Based Teacher Education Program
for Minorities at Westfield State College. This project was
made possible through the cooperation of the Department of
Education, Division of Occupational Education at: Westfield
State College, Westfield, Massachusetts, a selected group of
pre-service teacher trainees and the Center for Vocational
Education, Ohio State University.
Resear ch Methodology
This descriptive research study attempts to determine
if the attitudes of minority and white students are signifi-
cantly different on PBTE module instruction.
This study was conducted as part of a pilot project
to determine the feasibility of implementing PBTE in the en-
tire Occupational Education traditional curriculum. This pro-
ject was chosen because it seemed the most suitable vehicle
to facilitate the fact-finding and systematic data gathering
on attitudes of students toward curriculum and methods of in-
struction.
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Population
Tne target population of this study consists of two
groups of teacher trainees enrolled in occupational education
courses at Westfield State College. For a year and a half,
Westfield ran a pilot project in Performance-Based Vocational
Teacher Education for minority teacher trainees in which the
total curriculum consisted mostly of PBTE modules. The pri-
mary objective of the project was to prepare the teacher train-
ees for vocational certification. Westfield also has an ongoing
traditional program that offers traditional courses leading to
certification
.
Thirteen minority students were initially enrolled in
the spring of 1976. A second group of fourteen minorities en-
rolled in Spetember of 1976; one dropped out because of work
commitments leaving a total group of twenty-six minority stu-
dents who completed the program. This group of students con-
sisted of individuals who were proficient in their trades, but
had not been in a formal educational setting for sometime,
some for up to fifteen years. Most of them were very unsure
of themselves as potential teachers. Ninety percent of this
group had no teaching experience and very little familiarity
with the vocational schools in the area.
The second target group (Group II) consisted of twenty-
three white middle class teacher trainees enrolled in the
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traditional vocational courses. This group was made up mostly
of men, some of whom were teaching at one of the area schools.
Others had been offered employment pending certification.
Most of the total group had been more recently involved in
the academic world.
A total of forty-eight vocational teacher trainees
took part in this study. Half of these teacher trainees par-
ticipated in the pilot Competency-Based Teacher Education Pro-
gram for Minorities and the others in the implementation pro-
cess of the second phase of performance-based teacher education
for the general population.
The Instrument
A search was conducted to acquire an available instru-
ment that was directed toward the research questions and Per-
formance-Based Teacher Education. The instrument chosen has
been used by the Center for Vocational Education at Ohio State
University on a national level for the purpose of testing se-
lected modules by various populations of teacher trainees and
resource persons. The Teacher Trainee Feedback Questionnaire
(see Appendix A) has been administered to approximately 5,400
persons, and the Resource Person Feedback Questionnaire (see
Appendix B) to approximately four hundred by the Center for
Vocational Education during the initial testing of each module.
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These instruments have been modified slightly by this
investigator to get an overall assessment of the total modular
approach to teacher education rather than each individual mod-
ule. A..ter the slight modification, the instrument was exam-
ined by a panel of experts including faculty and staff at the
University of Massachusetts and Westfield State College.
The questionnaire is divided into three sections after
the brief introduction. The first section requests answers
to background information. The second section asks the par-
ticipants to respond to questions regarding the significance
of the modules to their program or course. The third section
affords them the opportunity to make a brief comparison of
modular instruction to traditional instruction.
Field Procedures
During the month of May of 1977, the investigator ad-
ministered the Teacher Trainee Feedback Questionnaire to the
minority students involved in the pilot project. The instru-
ments consisted of one IBM (or No. 2) pencil, the questionnaire
and a computer answer card. The questionnaire and the proce-
dures were explained in detail to the group. Some members of
this group were familiar with similar questionnaires because
they took part in the Ohio State Summer Testing Project.
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The questionnaire was administered to the white group
during a class session at the end of the spring semester of
May of 1977. This group had completed the course Appraisal
and Evaluation using the modular approach. The instruments
were exactly the same as those used by the first group. Again,
the procedures were explained in detail to the group
. This
group was also acquainted with this type of procedure because
the college used this method periodically for evaluating reg-
ular courses. This data was coded and stored to secure it
from damage or loss
.
Data Processing and Analysis
Analysis of the data pertinent to the research ques-
tions was accomplished using the 8.5 updated version of SPSS
statistical package for the social sciences at Westfield State
College provided by the Vogelback Computing Center at North-
western University.
2The Chi Square statistic X provided a measure of the
discrepancy between expected and obtained frequencies. Its
basic formula suited to this task is
:
X 2
60
Fe is the expected frequency and fo is the observed frequency,
and summation is over the number of discrepancies.
The data was analyzed by performing three cross-tabu-
lations to determine whether there was any relationship be-
tween the student's preferences for the ''modular" or "tradi-
tional" approach to learning (Question Nos. 22 through 28)
and their demographic and academic features (see Appendix A)
.
By allowing for the attitudes of minority and white students
to be either positive or negative, the cross -tabulations should
report any significance in different responses. (See Appendix
F for details of significant statistics.)
CHAPTER IV
PRESENTATION AND RESULTS OF THE STUDY
Chapter III was mainly concerned with discussing the
Pilot Project at Westfield State College and the procedures
used to assess the use of PBTE modules with two groups of
teacher trainees. The validity and reliability of the instru-
ments were also discussed. This chapter is concerned with the
results and analysis of the findings.
In order to evaluate the findings of the study, three
questions were developed to evaluate the students' attitudes
toward their Performance-Based Curriculum using the modular
approach and the traditional method of instruction. The
fourth question is concerned with the teacher educators or
resource persons' attitude toward the modular approach and
the traditional method. The questions are restated as fol-
lows :
1. Will Group I (minority teacher trainees) have a more
positive attitude about the modular curriculum than
Group II (white middle class teacher trainees) about
the traditional curriculum?
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2. Will Group II have a more positive attitude about
the modular experience than the traditional experi-
ence it has had?
3 . Will there be any significant differences In the at-
titude of the two groups toward performance-based in-
struction or the modular experience?
4. Will the teacher educators or resource persons have
a more positive attitude about performance-based in-
struction than the traditional method of instruction?
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Results of Study
Demographic Profile of Respondents
The results of the demographic questions are graphically
portrayed in Figures 1 to 6. In each figure the population
of minority students is denoted by the hashed lines, while
white students are shown by blank spaces.
Figure 1 displays the highest level of education
completed by the respondents. As the figure shows, the
majority of students have no post-secondary education or
have completed only one year beyond high school. One can
see by the figure that there are more white students with a
greater number beyond high school education.
Q1 HIGHEST EDUCATIONAL LEVEL
No post
secondary
1 year
2 years
3 years
10 20 30
Figure 1. Number of Respondents
(N=47)
0 40
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For Figure 2, one finds that most (771) of the stu-
dents have had no teaching experience, with the remainder
having taught various number of years. Again, one sees-
that white students in general have more years teaching
experience than minorities; however, their numbers are
relatively low.
Q2 YEARS OF TEACHING EXPERIENCE
None
1 year
2 years
3-5 years
More than
5 years
0 10 20 30 40
Figure 2 . Number of Years
(N=47)
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Figure 3 displays the types of schools in which they
are either currently teaching or have taught over the past
three years
.
Q3 TEACHING STATUS
Yes
,
regional
vocational
Yes,
secondary level
Yes
,
comp, high school
No,
never taught
0 10 20 30 40
Figure 3. Number of Respondents
(N=47)
In Figure 4, the number of modules completed is shown.
One finds that there is a division between the white and
minority groups here, with the white students having taken
1 to 10 modules, and the minority 11 to greater than 25
modules. This result is due to the conditions under which
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PBTE was introduced to Westfield State College (see Chapter
III).
Q7 MODULES COMPLETED
30
1-3 4-5 6-10 11-15 16-25 25
Figure 4. Number of Modules Completed
(N-47)
As Figure 5 shows
,
about 90 percent of the respondents
are taking credits toward certification. The minority
students show certification as the only reason for
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undertaking coursework, while for the white students,
other reasons are cited (undergraduate credit, salary in-
crease, and "other").
Q6 TYPE OF CREDIT TO RECEIVE
Undergrad.
Salary
increase
Certif
.
Other
0 5 10 15 20 25 30 35 40 45
Figure 5 . Number of Respondents
(N=48)
One sees in Figure 6 that about 90 percent of the
respondents either plan to teach or are currently teaching
in trade and industrial education. Business and industrial
arts accounts for four minority students' teaching areas,
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while one white student is in secondary education. It is
noi. suprising that most of the students checked "trade, and
industry" as the areas in which they plan to teach because
the courses through which the modular approach was used were
vocational education courses.
Q4 AREA PLAN TO TEACH
Figure 6 . Number of Respondents
(N=48)
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Two questions, Numbers 9 and 15, were not anchored
with "definitely yes” to "definitely no." These questions
asked
:
1. What aspects of the modular experience played a sig-
nificant role in achieving objectives? and
2. Hov? adequate was the content contained in the informa-
tion sheets?
The response, to these questions is shown in Figures 7 and 8.
As Figure 7 (achieving modular eompencies) shows, al-
most seventy percent of the students felt that the module it-
self contributed to achieving competencies with about twenty
percent citing the resource person as instrumental in achiev-
ing competencies
. The remaining ten percent cited other rea-
sons .
For adequacy of content in the information sheets,
seventy-five percent of the respondents felt that these were
"just about right," with fifteen percent responding that
"there was too much detail," and ten percent "too little de-
tail.”
Q9 ACHIEVING COMPETENCIES
Module
itself
Resource
person
Other
0 10 20 30 40
Figure 7. Number of Respondents
(N-47)
Q15 ADEQUACY OF CONTENT IN INFORMATION SHEETS
Too much
detail
Just
right
Too little
detail
0 10 20 30
Figure 8. Number of Respondents
(N-47)
40
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Results of the Total Sample
ihe results of Group I (minority students) and Group
II (white students) are shown in Table I. In Table I, the
twelve questions to which respondents could answer "definite-
ly yes" to "definitely no" are shown, on the left side of the
table with the proportion of responses falling into each of
the five categories. On the right side of Table I, the pro-
portion responding "definitely yes" and "yes" are grouped un-
der a single category termed "yes", with "definitely no" and
"no" grouped under the "no" category.
One observes from Table I that, in general, the modu-
lar experience is more positively rated than the traditional
experience witn questions 8, 10, 12, and 16 rated very high.
For only three questions were there negative responses: ques-
tions 13, 18 and 20; but the proportion of students responding
this way is relatively low.
It should be noted here that a high proportion of
responses for questions 17 and 18 fell in the "not sure" cat-
egory. Question 17 (Did the module fulfill your need?)
,
nine-
teen percent of the respondents are not sure. It is believed
that since this was the first college experience for most of
the minorities in Group I and some in Group II, the white re-
spondents, it is difficult for some of the respondents to de-
termine if the need was fulfilled.
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In Question 18 (Was the TPAF helpful?), twenty-nine
percent are not sure. The TPAF (Teacher Performance Assess-
ment Form) was designed to be used with the student who did
a simulation of or actual classroom performance of the teach-
ing skill. Some of the students were assessed by the resource
person as knowledge of the subject was demonstrated. In other
cases, the written work was assessed. Therefore, it is diffi-
cult for some, of the respondents to determine the usefulness
of the TPAF Form. Note also the result of question 21 (Did
you enjoy using this method?). Although this question had
the highest proportion of students responding "definitely yes"
that they enjoyed using the module, a moderate number (fifteen
percent) were "not. sure" whether they enjoyed this method.
RESULTS
OF
WHITE
AND
MINORITY
STUDENTS
COMBINED
(N=48)
TABLE
1
14.6
Q21
enjoy
using
method
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Table II shows the results of the seven questions
asking the respondent whether the nodular or traditional
approach was more acceptable for various components of
their teacher trainee experience.
In examining the responses to the seven questions
shown in Table II, one finds that except for one component
° f taS teacher trainee experience (more personal contact)
,
more than 85 percent of the students felt that the modular
experience was perferred to the traditional teacher trainees
experience.
RESULTS OF WHITE AND MINORITY STUDENTS COMBINED (N-48)
TABLE 2
Variable // and Descriptor Module Traditional
Q22 generally more interesting 98 2
Q23 more personal contact 79 21
Q24 activities more motivating 98 2
Q25 work at own pace 94 6
Q26 variety of experiences 90 10
Q27 achieve greater competency 90 10
Q28 efficient use of time 87.5 12.5
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Three cross-tabulations were performed to determine
whether there was any relationship between the student*’
preferences for the
-modular" or "traditional" Lroach to
learning (questions 22-28) and their demographic and acade-
mic features. The results of these chi-square analyses
revealed no statistically significant differences between
preference for "modular" or "traditional" approach to
learning and years in education beyond high school, years
of teaching experience, and number of modules completed.
Across all levels of years of education beyond high
school, the modular approach is overwhelmingly preferred.
TABLE 3
Q1 HIGHEST EDUCATIONAL LEVEL AND PREFERENCE FOR PBTE
No post
secondary
One year
Two years
Three years
1 2 3 4 5
Row
Total
Row
Percent
14 1 1 2 9 14 29.8
0 0 1 4 13 18 38.3
0 1 1 4 5 11 23.4
0 1 0 0 3 4 8,5
N=47
Chi square p = . 6644
Factor 1 = Not sure Factor 3 = No
Factor 2 = Definitely no Factor 4 = Yes
Factor 5 = Definitely yes
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Across all levels of years of teaching experience, the
modular approach is preferred. Of note, however, are students
who have had one year of teaching experience (N=4)
,
who felt
relatively more negative toward the modular approach.
TABLE 4
Q2 years teaching experience and preference for pbte
None
One
Two
Three to
five years
More than
five years
Factor 1 = Not sure
Factor 2 = Definitely no
Factor 3 = No
Factor 4 = Yes
Factor 5 = Definitely yes
77
Across all levels of number of modules completed, the
modular approach is preferred.
TABLE 5
Q7 NUMBER OF MODULES COMPLETED AND PREFERENCE FOR PETE
Factor 1 = Not sure
Factor 2 = Definitely no
Factor 3 = No
Factor 4 = Yes
Factor 5 - Definitely yes
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Results of the Survav
Separating Groups I and II
To determine whether there are differences in per-
ceptions between minority and white students, the responses
to the questions are separated by each group and the. results
are shown in Tables 6 and 7. Three categories are shewn:
the grouped "yes" (combining definitely yes and yes)
,
the
grouped "no" (combining definitely no and no), and not sure.
In Table 6, the responses to the twelve questions anchored
yes to no are shown
; while in Table 7, the responses to the
teacher training components is shown.
Examining the results of Table 6 first, one finds
that the minority group has a higher proportion falling into
the "yes" category. A higher proportion of the minority stu-
dents rate the modular experience far more positively on seven
survey questions:
1. Question 10 (module introductions clearly explained);
2. Question 11 (directions easily understood);
3. Question 14 (learning experiences logically sequenced)
4. Question 17 (modules fill need in teacher development)
5. Question 18 (use of TPAF helpful);
6. Question 19 (instructor helpful outside of classroom);
with the exception of one question- -Question 8 (the amount of
time to complete modules)
.
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The minority and white groups responded in roughly equiva-
lent proportions to the "yes" and "no" categories for four
questions as follows:
1 . Question 12
2. Question 13
3. Question 16
4. Question 20
(learning experiences clear)
;
(learning experiences realistic)
;
(format of module well organized)
; and
(too much work for the amount of credit)
.
80
TABLE 6
RESULTS WITH GROUPS SEPARATED
-(Percentages’]
Variable //• and Descriptor
Q8
QIC
Qll
Q12
Q13
Q14
Q16
Q17
Q18
Q19
Q20
Q21
amount of time
modules of instruction
directions understood
learning exp. clear
experience realistic
experience log. seq.
format of module
modules fulfill need
TPAF helpful
instructor helpful
too much work
enjoy using method
Minority
Group I (H-25)
White
Group II (N=23)
Yes
_No
NOt
JSure Yes No
Not
Sure
88 4 8 100 0 1
96 0 4 83 4 13
92 8 78 13 1
92 4 4 87 9 4
80 12 8 78 4 17
100 0 0 74 4 22
92 4 4 91 0 9
88 0 12 74 I 26
84 0 16 52 4 44
96 0 4 69 9 22
12 76 12 13 65 22
92 0 8 74 4 22
TABLE 7
RESULTS WITH GROUPS SEPARATED
Variable # and Descriptor
j
i
Group I
Mod. Trad.
Group II
Mod. Trad
Q22 gen. more interesting
j
100 0 96 4
Q23 more personal contact ! 92 8 65 35
Q24 activities more motiv. 100 0 96 4
Q25 work at own pace i 100 0 87 13
Q26 variety of experiences 84 16 96 4
Q27 achieve greater comp.
j
96 4 83 17
Q28 efficient use of time i 96 4 78 22
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Gross
-tabulations were carried out to see whether there
were statistically significant differences between the
minority and white groups on their responses to questions
8 to 21. The analysis revealed that for three variables there
were statistically significant differences between the two
groups o
For question number 14 (learning experiences logically
sequenced), 100 percent of the minority group responded yes,
while 75 percent of the white group responded yes. The most
plausible explanation for this difference in perception is
that the minority group has been exposed to the modular
concept longer and has completed a greater number of modules
.
TABLE 8
COMPARISON OF Q29 ETHNIC BACKGROUND
BY Q14 LEARNING EXPERIENCES LOGICALLY SEQUENCED
Minority
White
Yes Not Sure No %
Percent
25 0 0 52.1
17 5 1 57.9
Chi square p = . 0241
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For question number 18 (helpfulness of TPAF)
,
a much
greater proportion of the minority respondents felt' that the
TPAF was helpful. The difference in percention here is
that a much greater proportion of white students were "not
sure" whether the TPAF was helpful. It is possible that
some of the white students were checked out on their written
work with less emphasis on the Teacher Performance Assessment
Form (TPAF) which was used primarily to assess simulation or
actual classroom performance of the competencies.
TABLE 9
COMPARISON OF Q29 ETHNIC BACKGROUND
BY Q18 TPAF HELPFUL
Minority
White
For question number 19, (helpfulness of instructor), a
far greater proportion of minority students felt that the
instructor was helpful. The white students show a much
greater proportion in the "not sure" category for this ques-
tion. The most likely explanation for the white group not
Yes Not Sure No 1
Percent
21 4 0 25
52.1
12 10 1 23
47.9
Chi square p = .0510
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being sure .bout the helpfulness of their instructor is
becuse with this group the wodule, were being Rented
in a traditional setting with one instructor serving ,s
resource person or facilitator for twenty-four students
as compared to the minority which had several resource
persons
.
TABLE 10
PV niQ „“^RIS0N 0F Q29 ETHNIC BACKGROUNDBY Q19 WAS THE INSTRUCTOR HELPFUL OUTSIDE THE CLASSROOM?
Minority
White
Yes Not Sure No X
Percent
24 1 0 52.1
16 5 2 47.9
Chi square p = . 0452
Finally, for question number 9 (sources of achieving
competencies)
,
the chi-square analysis showed significant
differences at the .05 level; however, this result must be
tempered by the fact that there were a few empty cells in
the cross-tabulation matrix.
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TABLE 11
COMPARISON OF Q29 ETHNIC BACKGROUNDBl Q9 ACHIEVING COMPETENCIES
Minority
White
r
Yes Not Sure No X
16 8 0 51.1
16 2 5 48.9
Chi square p = .0137
more positive perceptions of the minority students
were reinforced in Table 4. For the seven teacher training
components, the minority students preferred the module
approach in higher proportions than did the white students;
this occurred in all of the seven questions except one; there
a higher proportion of white students felt that the module
experience allowed them more variety of experience. This is
due to the fact that white students were under the traditional
approach more recently than the minority students
.
Cross tabulations were carried out on questions 22-28
to determine whether there were statistically significant
differences between the two groups on their preference for
the modular or traditional approach. The results show no
significant differences between the groups on the seven
teacher training components, except one: "more personal
contact
.
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TABLE 12
GQMPARISON^ Q12 ETHNIC BACKGROUNDBY Q2j MORE PERSONAL CONTACT
Minority
White
Module Traditional
23 2 52.1
15 8 47.9
Chi square =
. 0540
For that question, the minority group had greater
proportions responding that the modular approach allowed
them more personal contact than did. the white students.
This result is interesting when examining the result of
question 9 "resources in developing competencies." Al-
though there are equal numbers of white and minority
students responding that the module itself contributed to
achieving competencies
,
a greater proportion of minority
students cited "the resource person" as the important
contributor in achieving competencies. This could be due
to the fact that the minority students had a greater number
of resource persons to work with, thus allowing for more
personal contact. This group also had the same resource
persons working with them throughout the pilot project.
After the initial course, the learning and teaching styles
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were more easily understood and students progressed signifi-
cantly faster. The same group of minority students went
through their entire program together which Tended itself to
more peer group discussions; whereas the white students pos-
sibly tooA only one course with their resource person and
their classmates.
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Results of Resource Person
'
s
Feedback Questionnaire*
There were five resource persons who completed the
feedback questionnaire. Four of these individuals were re-
source persons for Group I, the minority students; and the
other served as resource person for Group II, the white stu-
dents. Since the size of the group is rather small, a sum-
mary description of their responses to the questions can only
provide a somewhat, general assessment of the PETE method.
'The feedback questionnaire is shown in Appendix B.
Beside the possible response categories is listed the number
of resource persons who checked that particular category.
The following narrative highlights the results of the ques-
tionnaire
.
Background Data
(Questions 1 through 6)
There are four males and one female in the sample,
most of whom have had one to three years of college and/or
secondary teaching experience, and have completed at least a
Master's Degree. These respondents have had a range of years
in occupational work experience with one respondent showing
one to three years; two respondents showing four to seven
years
;
and two respondents showing twelve or more years
.
Three respondents are visiting lecturers --one is on the
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university-instructional staff and one is a cooperating teach-
er. Three respondents describe their exposure to PBTE as ex-
tensive—
-one, limited and one, more than limited but not ex-
tensive
.
Module Data
(Questions 7 through 28)
All the resource persons have served greater than fif-
teen teacher trainees with two respondents showing sixteen to
twenty trainees; one respondent showing twenty-one to twenty-
five trainees; and two respondents showing twenty-six to thirty
trainees. Most of the resource persons have used six to ten
different modules, but two respondents showed twenty-one to
twenty-five and twenty-six to thirty modules.
In examining their responses to the materials provided
to the PBTE resource person, one finds, in general, a highly
positive reaction to the objective-setting and introductory
phase of each module:
• All respondents felt that the terminal objectives
helped them understand the intent of the modules; and
that the introduction gave them a good overview of
the purposes of each module;
• Four respondents felt that the enabling objectives
helped them understand intent of each learning exper-
ience
;
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• Four respondents felt that the
-module structure and
use section of the materials was very helpful in un-
derstanding the organizational procedures for each
module
; and
• Three respondents felt the "overviews" were very help-
ful in providing a profile of each learning experience.
In contrast to this rather positive perception to the
PETE modular concept, there was a relatively lower assessment
of the implementation phase of each module:
• Four respondents felt the "activities" of the learning
experiences were only helpful" in acquiring the speci-
fied competency;
• Three respondents felt the information sheets only
helpful
,
while two felt that they were "very helpful"
• Four felt that the content was only "usually" covered
in enough depth; and
• Two respondents felt that students had some problems
xn going from one learning experience to the next in
each module.
There were two implementation questions which were
very positively rated, however:
• Four respondents felt the "feedback" sections of the
learning experiences were very helpful for students
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to assess their progress; and
• All respondents felt, that the performance demanded by
the modules was worth the effort.
f or the questions related to the resource persons'
perceptions of the content of PBTE in light of their teaching
styles and expectations for the class, there were somewhat
mixed reactions
:
• All respondents felt that the terminology used in the
modules was consistent with that used in their teaching
area;
• All respondents felt less than "definitely yes" that
the performance components were important elements of
the competency being learned; and all felt that the
modules could be used easily, but with modification in
an instructional setting;
• Three respondents felt that prerequisites were some-
times necessary for these modules; and
• None of the respondents noticed any flagrant biases
with the modules (e
.
g
.
,
economic, ethnic, racial, and
so forth)
.
For the resource person's overall view of the PBTE
modular approach, there were generally positive perceptions:
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. Three respondents said they would "definitely" recom-
mend the PBTE modular approach to a fellow instructor;
while two said they would "probably" recommend the ap-
proach;
• All said they would definitely continue to use the
PBTE modules in their classes or workshops; and
• Four rated the quality of the modules as "very good,”
with one respondent rating the concept as "good".
Finally, it is interesting to note that in light of
the rather positive perceptions of the PBTE method in general,
the respondents had mixed feelings as to whether they enjoyed
this method over other more conventional methods
; while two
said they definitely enjoyed the method, two said only "yes"
and one was not sure.
It is reasonable to expect the results found in this
study to reflect only the sample population
.
CHAPTER V
SUMMARY, IMPLICATIONS, CONCLUSIONS,
AND RECOMMENDATIONS
Chapter IV was mainly concerned with the results and
analysis of the findings of student's attitudes toward the
Performance-Based Curriculum and the traditional approach to
teacher education.
This chapter concerns itself with the summation of
the previous four chapters, the re-examination of the findings
and recommendations for implementation of the performance-
based curriculum at Westfield State College.
The primary purpose of this investigation was to ex-
plore the relevancy of performance-based vocational teacher
education for training minority vocational education teachers
.
The purpose was not to advocate PBTE over other viable alter-
natives, but merely to explore the possible advantages it
might offer for training minority students. Performance-
based teacher education can be viewed as an alternative meth-
od of providing professional experiences leading to teacher
certification
.
The need to train teachers in a performance systems
approach has been recognized in the field of education;
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however, there remains a lack of knowledge of how to create
sound approaches and methods for inculcating these knowledges
and demonstrating these skills in teacher behavior.
Recognizing the need for training minority vocational
teachers, this study is an evaluation of a PETE program for
training minority teachers at Westfield State College on mod-
ular instruction.
The procedures followed were:
1
. Reviewing the literature related to vocational and
performance-based teacher education;
2. Coordinating the pilot project at Westfield State
College
;
3. Designing and conducting the study; and
4. Analyzing the data obtained.
The major findings of the study together with recommendations
related to the findings are presented in this chapter.
Summary
Review of Related Literature
• A number of studies point out the need to develop a
systematic approach to educational problems.
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• There were numerous studies that attempted to demon-
strate. the relationship between teacher behavior and
student performance.
• A number of studies suggest that schools and school
systems should be held responsible for educational
outcomes
.
• All studies researched identify a definite, distinct
approach to performance-based teacher education. How-
ever, lack of some cohesiveness in establishing teach
er competencies is evident from some research studied.
• A number of studies concerning performance-based in-
struction indicated that this mechanism would be use-
ful for training teacher educators via a systems ap-
proach.
• All Performance-Based Teacher Education models studied
utilized systems design techniques with personalized
and individualized instruction.
• A number of studies identify generic, essential ele-
ments of a Performance-Based Teacher Education Program
• The literature suggests that more rigorous pre-service
training programs be required in terms of teacher
training, particularly relating to the instructional
skills
.
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• The research in both pre-service and in-service pro-
grams utilized moaels of micro
-teaching developed in
the 1960's at Stanford University.
• A number of the models researched also utilized the
work of Flanders and Amidon and others in measuring
observable behaviors of teachers.
• A number of studies made a clear demand for precision
in each step of the process of PETE and has included
an explicited requirement that the process and content
of all steps be made public.
• Some researchers feel that the PETE movement would
dismantle teaching by breaking it down into parts
,
which when reassembled, would not equal the whole.
• Performance-Based Teacher Education studies indicate
that research and close scrutiny of developmental pro-
grams on all levels are necessary before large-scale
state and national adoption of Performance-Based Teach-
er Education.
Design of the Study
This study of a Performance-Based Teacher Education
Program was made possible through the cooperation of the De-
partment of Education, Division of Occupational Education at
Westfield State College, Westfield, Massachusetts, a selected
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group of pre-service teachers at Westfield State College, and
the Center for Vocational Education, Ohio State University,
Columbus, Ohio.
The study groups consisted of forty-eight pre-service
teachers-
-twenty-five minorities and twenty-three white mid-
dle class students. These individuals were proficient in
their vocational area but seeking certification in vocational
education. Half of these teacher trainees participated in
the Pilot Project in Performance-Based Teacher Education for
Minorities and the others m the implementation process of the
second phase of the Performance-Based Teacher Education Program
during the school year, 1976 to 1977.
The minority study group progressed through five
courses in vocational education (eighteen credits) leading
to certification using the PBTE method. The white study group
progressed through one course utilizing the PBTE modules. All
other courses they took utilize the traditional method of in-
struction.
Data related to the identification of the population
were obtained from the Division of Occupational Education at
Westfield State College.
Data related to the attitudes of the respondents
about the modular curriculum and the traditional curriculum
it had were obtained through the use of a Teacher Trainee
Feedback Questionnaire (see Appendix A)
.
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Analysis of the Data
• Questionnaire data were recorded on an IBM computer
answer card for electronic analysis by the IBM sys-
tem.
• Information gathered from frequency of occurence data
and percentage calculations was organized and analyzed
to answer the four research questions pertaining to
evaluation of attitudinal response to the respondent's
preference for the modular or traditional approach in
their teacher training program.
• Based on the results of this final analysis, conclu-
sions were drawn. On the strength of these conclu-
sions, recommendations were made concerning the rele-
vancy of Performance-Based Teacher Education as a vi-
able alternative for vocational teacher training pro-
grams .
Conclusions
Throughout this study, emphasis has been placed on
alternative approaches to teacher training in America. The
pilot project for minority teachers at Westfield State Col-
lege served as a vehicle for testing an alternative approach
with performance-based teacher education specifications.
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This project was an initial attempt fco start the development
of performance-based vocational teacher education within the
Occupational Education Division at Westfield. The aim was
to tram rapidly and effectively minority persons utilizing
teaching competencies that are expected of persons who had
completed pre-service education courses required for teacher
certification.
The research questions discussed in the findings gave
the perceptions and attitudes of the research population toward
their modular instruction and the traditional approach.
Findings of the Study
The findings revealed that Performance-Based Teacher
Education is a method preferred by both minority and white re-
spondents participating in the project, and there is no sig-
nificant difference in the attitudes of the two groups.
It also showed that academically deficient minority
students respond well to the use of PETE modules; and it is
a viable method for training teachers both rapidly and effec-
tively .
Implications of the Findings
Although the data generated from the sample of this
study does not permit generalizations to the total population.
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it would seem to this researcher that speculative discussion
is appropriate. The speculative implications of the findings
of this research study are:
1° Specification of goals and objectives in behavioral
terms in advance enables the public, the schools and
the trainees to see what the educational program
hopes to achieve.
2. The actual performance in a school environment leads
to greater skill acquisition and more relevance for
each learning experience.
3. The academically disadvantaged minority student re-
sponds well to the concept of performance-based voca-
tional teacher education and progresses more rapidly
than in the traditional curriculum.
4. Small, and large group instruction and activities are
essential, as well as individual independent study.
5. Not all of the PETE modules are appropriate for pre-
service preparatory programs . Some modules might
well be utilized with experienced teachers in advanced
study programs.
6. Assistance in the form of clerical personnel is
needed by the resource persons to maintain schedules,
keep up with communications and routine duties.
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7. Staff training is essential to insure that the in-
structor interacts on all levels with the teacher
-.rainee allowing PETE modules to enhance the causes
rather than replace instruction.
8. Administrative support and rescheduling of some
courses from time-based to performance
-based is nec
essary for a truly performance-based program.
Recommendations
1. The vocational teacher training institutions should
offer alternative approaches to meet differing needs
of teacher trainees. The performance-based vocation-
al teacher education model developed by the Center
for Vocational Education at Ohio State University is
one alternative to the traditional program.
2. When initiating this PETE model, modules should be
identified that could be substituted for units in
existing courses. A total course may be shifted to
the module approach as educators and students gain
experience with the model.
3. Faculty interested in the process should be given
the necessary training, equipment and materials to
implement it properly.
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4. An adequate instructional resource and media center
should be available to the students and the teacher
educators
.
5. Colleges of education should explore the use of per-
formance-based instruction and systems analysis in
the development of their teacher training program.
6. Follow-up, analysis and dissemination of what is
learned as the Ohio State Model is more fully tested
is essential to the profession. Therefore, it is
further recommended that
:
a. Further research be done with the model on the
learning styles of minorities. When individuals
of different races and ethnic groups do not in-
teract in common environments
,
it is only natural
that they develop varied approaches to learning.
b. Further studies be done with larger groups of
minority vocational teacher trainees and teacher
educators to analyze the appropriateness of this
model for training all teachers.
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APPENDIX A
TEACHER TRAINEE'S FEEDBACK
QUESTIONNAIRE
This questionnaire contains a number of Betsy to com-
plete questions about the module you just completed. Please
respond to each question as frankly as possible.
The items are. designed only to collect information re-
lated to the module. Your responses will be kept confidential
and not be used to make any judgmental statements about you or
anyone else.
Each student should have one IBM (or a Number 2 pencil)
,
the questionnaire, a free response sheet, and a computer answer
card. All answers should be placed on the answer card in the
column which corresponds to the number of the question. Please
do not place any other marks on the computer answer card other
than your responses to the questions.
Please return all materials (including the pencil)
when you are finished.
Performance-Based Curricula Program
The Division of Occupational Education
Westfield State College
Westfield, Massachusetts
1977
Ill
Directions: Please complete this inventory by coloring the
bubble on the computer card which best reflects
your views and corresponds to the number of the
question.
A . Background Data
1. What is the highest level of formal post-secondary
education you have completed?
(1) none (5) Bachelor's Degree
(2) one year (6) Master's Degree
(3) two years (7) Doctorate
(4) three years
2. How many years of teaching experience have you com-
pleted?
(1) none
(2) one
( 3 ) two
(4) three to five
(5) more than five years
3. Are you currently teaching or have you taught full-
time during the past three years?
(1) yes, mostly at the regional vocational
(2) yes, mostly at the secondary level
(3) yes, mostly at the comprehensive high school
(4) yes, mostly at the elementary level
(5) no
4. Which one instructional area best describes the area
in which you teach or are planning to teach?
(1) agriculture education
(2) business and office
(3) elementary education
(4) health occupations
(5) industrial arts
(6) secondary education
(7) trade and industrial
5. At which of the following institutions are you a stu-
dent?
(1) Central State Connecticut College
(2) University of Main at Gorham
(3) University of New Hampshire
(4) University of Rhode Island
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(5) University of Vermont
(6) Westfield State College
B. Module Data
6. What type of credit will you receive for completing
this program or course?
(1) undergraduate
(2) graduate
(3) salary increase
(4) certification
(5) other
7. How many of these modules have you completed?
(1) one to three
(2) four to five
(3) six to ten
(4) eleven to fifteen
(5) sixteen to twenty-five
(6) more than twenty-five
8. Did the modules require a reasonable amount of time
considering the competencies involved?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
9. Which of the following played a significant part in
your achieving the competencies described in the ter-
minal objectives of the modules?
(1) the module itself
(2) the resource person
(3) peers in class
(4) resources other than those mentioned above
10.
Did the module introductions clearly explain the pur-
pose of the modules?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
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11.
Were the directions within the modules easily under-
stood?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
12. Were the learning experiences clear and easy to un-
derstand?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
13. Were the learning experiences realistic in terms of
your being able to complete them?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
4
Were the learning experiences logically sequenced?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
15.
How adequate was the content contained in the infor-
mation sheets?
(1) too much detail was provided
(2) it was just about right
(3) too little detail was provided
Was the format of the module well organized?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
16 .
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17. Did the modules fill a need in your teacher develop-
ment?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
18. Was the use of the TPAF (Teacher Performance Assess-
ment Form) helpful in evaluating your competence?
(1) definitely yes
(2) yes
(3) not sure
(4) no
(5) definitely not
19.
Was the instructor helpful outside the classroom?
( 1 )
( 2 )
(3)
(4)
(5)
definitely yes
yes
not sure
no
definitely not
20 . Was there too much work for the amount of credit?
( 1 )
( 2 )
(3)
(4)
(5)
definitely yes
yes
not sure
no
definitely not
21. Did you enjoy using this method of instruction more
than the conventional or traditional methods?
( 1 )
( 2 )
(3)
(4)
(5)
definitely yes
yes
not sure
no
definitely not
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The next seven questions will compare your experience with
PBTE module instruction to that of traditional methods of
instruction in your education courses. Please mark the ap-
propriate bubble on the card for questions 22 through 28.
22. Generally more interesting:
(1) module
(2) traditional
23. Allows more, personal contact to be made:
(1) module
(2) traditional
24. Activities are more motivating:
(1) module
(2) traditional
25. Allows more opportunity to work at own pace:
(1) module
(2) traditional
26. Provides greater variety of experiences:
(1) module
(2) traditional
27. Helps achieve greater competence in teaching skills:
(1) modules
(2) traditional
28. More efficient in use of time:
(1) module
(2) traditional
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APPENDIX B
RESOURCE PERSON'S FEEDBACK
QUESTIONNAIRE
This questionnaire contains a number of easy-to-com-
plete questions. Please respond to these questions as frank-
ly as possible.
These items are designed only to collect information
about the modules being implemented at your college or univer-
sity. Your responses will not be used to make any judgmental
statement about you or anyone else. Please complete the en-
closed card in answering these questions.
All answers should be placed on the answer card in
the column which corresponds to the number of the question.
Please do not place any other marks on the computer answer
card other than your responses to the questions
.
Performance-Based Curricula Program
The Division of Occupational Education
Westfield State College
Westfield, Massachusetts
1977
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Directions: Please complete this inventory by coloring the
bubble on the computer card which best reflects
your views and corresponds to the number of the
question. Mark only one bubble per question.
If you have made any errors, erase the bubble
completely.
Part I : Background Data.
1. You are:
(1) female (1)
(2) male (4)
2. How many years of college and/or secondary teaching
3.
4.
experience have you had?
(1) one to three (3)
(2) four to seven (1)
(3) eight to eleven
(4) twelve or more (1)
How many years of occupatioi
you had?
(1) one to three (1)
(2) four to seven (2)
(3) eight to eleven
(4) twelve or more (2)
What is your highest level
(1) some college
(2) bachelor's degree
(3) master's degree
(4) education specialist
(5) doctorate
(6) other
(3)
( 1 )
( 1 )
5. What is your present employment status?
(1) university- instructional staff (1)
(2) university-administrator
(3) university-counselor
(4) cooperating teacher (1)
(5) school administrator
(6) school counselor
(7) visiting lecturer (3)
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6.
Which of the following best describes the exposure
you have had to Performance-Based Teacher Education?
(1) practically no exposure
(2) limited exposure (1)
(3) more than limited, but not extensive exposure (1)
(4) extensive exposure (3)
Part II : Module Data
7.
How many teacher trainees have you served as resource
person for in Performance-Based Vocational Teacher Ed-
ucation?
(1) one to five.
(2) six to ten
(3) eleven to fifteen
(4) sixteen to twenty (2)
(5) twenty-one to twenty-five (1)
(8) twenty-six to thirty (2)
(7) other
8.
How many different modules did you use in your teacher
training program or served as resource person to the
teacher trainee?
(1) one to five
(2) six to ten
(3) eleven to fifteen
(4) sixteen to twenty
(5) twenty-one to twenty-five
(6) twenty-six to thirty
(7) more than thirty
9.
Did the terminal objectives help you understand the
intent of the modules?
(1) yes (5)
(2) somewhat
(3) no
10.
Did the enabling objectives help you understand the
intent of each learning experience?
(1) in nearly all cases (4)
(2) usually (1)
(3) sometimes
(4) rarely
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11. Did the "Introduction” give you a good overview of
the purpose of each module?
(1) yes (5)
(2) not sure
(3) no
12. How helpful was the "Module Structure and Use" sec-
tion in understanding the organization and procedures
for use of each module?
(1) very helpful (4)
(2) helpful (1)
(3) of limited help
(4) of no help
13. How helpful were the "Overviews" in giving you a pro-
file of each learning experience?
(1) very helpful (3)
(2) helpful (2)
(3) of limited help
(4) of no help
14. How helpful were the "Activities" of the learning ex-
periences in terms of acquiring the specific compe-
tency?
(1) very helpful (1)
(2) helpful (4)
(3) of limited help
(4) of no help
15 . How helpful were the information sheets in terms of
providing content important to achievement of the
specified competency?
(1) very helpful (2)
(2) helpful (3)
(3) of limited help
(4) of no help
16. How helpful were the "Feedback" sections of the
learning experiences in helping the students assess
their progress?
(1) very helpful (4)
(2) helpful (1)
(3) of limited help
(4) of no help
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23. Did you notice any flagrant bias within the nodules
(e.g., economic, ethnic, racial
,
sexual, or cultural)?
(1) no (5)
(2) yes
24. Do you feel the prerequisites for these modules are
necessary?
(1) yes (2)
(2) sometimes (3)
(3) no
25. Would you recommend the PBTE module approach to a
fellow instructor?
(1) definitely (3)
(2) probably (2)
(3) not sure
(4) probably not
(5) definitely not
26. Will you continue to use PBTE modules in your classes
or workshop?
(1) definitely (5)
(2) probably
(3) not sure
(4) probably not
(5) definitely not
27. Overall, how would you rate the quality of the Ohio
State University modules?
(1) very good (4)
(2) good (1)
(3) average
(4) poor
(5) very poor
28. Did you enjoy using this method of teaching more than
the conventional or traditional methods?
(1) definitely yes (2)
(2) yes (2)
(3) not sure (1)
(4) no
(5) definitely not
L
APPENDIX C
—H f- THE center for vocational education
The Ohio State University «
Tel: {814)486-3355
I960 Kenny Road « CoSurnbus, Ohio 43210
Cab!e: CTVOCEDOSU/CoJumbus, Ohio
September 3, 1976
Ms. Alberta D. Lansdowne
9 Hobart Lane
Amherst, Massachusetts 010G2
Dear Ms. Lansdowne:
This is to officially notify you of your institution's
selection as one of 25 vocational teacher education institutions
chosen to participate in the second phase of the National Insti-
tute for Performance-Based Teacher Education. After a careful
review of the applications received, it was agreed by both the
members of the National Planning Group and the Institute staff
that your institution appears well qualified to participate in
the USOE, EPDA sponsored national training and implementation
effort
.
Congratulations to you and your staff on the preparation of
a winning application. Our staff is very pleased with your
selection and is looking forward to meeting and working with you.
You should begin immediately to make plans for attending one
of the national workshops to be held at Salt Lake City, October
19-22, 1976 and at The Center in Columbus, November 9-12, 1976.
Three persons, the site coordinator, assistant site coordinator,
and state department of education representative (Mr. John P.
Morine) should make travel arrangements so as to arrive the even-
ing before the workshop begins. A full four days of intensive
training and planning is scheduled such that your return flight
should not be scheduled any earlier than 4:00 p.m. of the last
day.
Please complete and return the enclosed reservation form as
soon as you can to help us with our planning.
Ms. Alberta Lansdowne
September 3 , 1978
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Additional information on travel and lodging and a sample
joint agreement form will be mailed to you shortly. Meanwhile
please begin in earnest your planning for implementing a PBTE
program. Should you have any questions, please call me at
(614) 486-3655. Again, congratulations on being selected as a
participating institution for 1976-77.
Sincerely,
Robert E . Norton
Institute Director
REN/dlp
Enclosure
ccs Mr. John P. Morine
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APPENDIX D
COMPETENCY CHECK LIST FOR PRE-SERVICE
CBTE PROGRAM FOR MINORITIES
Required Module List
B-I Determine Needs and Interests of Students*
B-2 Write Student Objectives*
3-3 Plan a Unit of Instruction*
B-4 Write a Lesson Plan*
B-5 Select Student Instructional Materials*
B-6 Prepare Teacher Made Instrxictional Materials for a
Lesson*
C-6 Direct Student Study
C-7 Direct Student Shop Experience*
C-8 Direct Student in Applying Problem-Solving Techniques*
G-9 Direct Project Method*
C-10 Introduce a Lesson*
C-ll Summarize a Lesson*
C-12 Employ Oral Questioning Techniques*
C- 13 Employ Reinforcement Techniques*
C-14 Provide Instruction for Slower and for More Capable
Students*
C-16 Demonstrate a Manipulative Skill*
C- 17 Demonstrate a Concept or Principle*
C- 18 Direct Individualized Instruction*
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C-22 Illustrate with Model, Real Objects, etc.*
C-23 Present Information with Overhead and Opaque Materials*
C-29 Present Information with the Chalkboard and Flip Chart*
D-l Establish Criteria for Student Performance in a Voca-
tional Program*
D-2 Assess Student Cognitive Performance*
D-3 Assess Student Affective Performance*
D-4 Assess Student Psychomotor Performance*
E-5 Provide for Safety Needs of Vocational Students*
E-6 Provide for the First Aid Needs of Vocational Students*
E-7 Assist Students in Developing Self-Discipline*
E-8 Manage Equipment and Supplies in the Vocational Shop*
E-9 Organize and Maintain the Vocational Shop*
F-l Gather Student Data Using Formal Data-Collection Tech-
niques*
F-2 Gather Student Data Through Personal Contacts*
F-3 Use Conferences to Help Students Meet Personal, Educa-
tional and Vocational Needs*
F-4 Plan and Conduct Classroom and Related Activities on
Educational and Career Opportunities*
F-5 Assist Students in Applying for Employment or Further
Education*
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C-2
C-4
C-5
C-19
C-20
C-21
C-24
C-25
C- 26
C-27
D-5
E-l
E-3
C-l
C-3
Elective Module List.
Conduct Group Discussions
Direct Students in Instructing Other Students
Employ the Techniques of Role Playing and Simulation*
Conduct Team Teaching
Present Information Using a Subject. Matter Expert
Illustrate with Bulletin Boards and Exhibits*
Present Information with Film Strips and Slides*
Present Information with Films*
Present Information with Audio Recordings
Present Information with Televised and Videotaped
Materials
Determine Students Grades in a Vocational Program*
Project Instructional Resource Needs*
Arrange for Expanding Facilities and for Purchasing
Supplies for the Vocational Program*
Optional Module List
Conduct Individual and Group Field Trips*
Stimulate Learning Through Question Box Techniques
C-15 Present Information Through an Illustrated Talk
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C-28
D-6
E-2
E-4
Direct Programmed Instruction
Evaluate Instructional Effectiveness*
Prepare Vocational Budgets and Reports*
Maintain a Filing System*
*Actual modules used in Westfield PBTE Project.
APPENDIX E
MODELS OF PETE DELIVERY SYSTEMS
CVE PERFORMANCE-BASED VOCATIONAL
TEACHER EDUCATION DEL! V
E
RY SYSTEM
MODEL
OF
COMPETENCY-BASED
VOCATIONAL
PROGRAM
J 129
OCCUPATION
COMPLETE
PROGRAM
130
FOR
CVE
MODULES
TYPICAL
INSTRUCTIONAL
SEQUENCE
J
131
APPENDIX F
SIGNIFICANT CROSS -TABULATIONS
£1
* .C *
fU
*
j
*
1:33
* 3> *
* !x «
|
$ 2r i
™
$ i »—
« a c
m ir, m
-4 0 0
> X 3
rn rm
W X 7Z© {/> (/>
33 S' SO 08 £/8
® A * C C'
> m m L' ^
s z z o o
'room n-
> > >x s
r r*
-e
S! r- r & >
S» > X T> T
o» «/» z z i/s :
'««mw
o?;> •
* »
-< 5/5 C
U 4*8 X -< €
-*4 <£ X. 2 cfv«rnic
o o -4 m £
»- 3?;-!
XX ESI
QO j"
|»- (V
j
w*
I O' yio cr
w w
a O'
!cc ! a
ir*3 m j s:
he* t> .»-<
m i-<
!z 2r ;I
IE c 1
-n
O Ol « o w
I
M u> *
O' %e -» — f© o os s» «
S'EV -< 05 £
rvi o s -< >
X 3S. «
n s
Wt/!“4 fT
SI O H X|
2 2-0 3^'
O
.
*n.“n
*- »-*
i
c o
> >
2 2
on®
m m «-
!®
• -p
• M e K, *Ol
© 23
j
$
© CD
$ pr.
3k
$ T
© 23
© f”
o
© c
§ n
134
$ ©! #
© <e *
© x ©
pi w in
-8 O'O
> 2 X
m m
w
-jo. Xi
£? iA (fl
20 z z
CJ W. ifl
Si It O O
O 2* * C. C'
s> rn m z z
2 2 2 0 0soomr
> S» E> 23 »
r r h
S 8 r r >
s> > c .2 2 2:tcdh
“<'£* J» Z 1? X I
s »-i ** « ^ rn (
u W 2’-<
3:3
WVl/S'Z 2
-8 -5 •< «<
J>
» CCD
O' o o
O' o ® m mO *F) T?
!i TV
< (A n •
3 -< -<
2 2
r-". 3 n
•h rr. c
20
-i P.
« s -n
vO ^ D -I
f-s!33
« 2C O.s-i
^ (_4 — O
•e of m
iT> 'C
Z 2
c- O
Pi PI
Z 2
n o,
x- —
s
O CT - X'
z. z o »-•:
« *-*1
0,0 !!
j
iV)
2 2
no*
pi rn c
2 $
FI.
135
f?i t/;- m
-« o o
> s s
q ^ x c c r*
J»f"n!2 2 >
jz z: z n n x
s c c w rn a
i > > > r X' o
;
: ii r r > •>
w.m 2 z u?
9
;
•H:-H -< K'S
s>> s :
« c,c o n.m
» os ' o o -h r
: w o a m fp zi •
nlz & Si ts m -n n >
-rm ^ . »-» «-» j
0 ~S I o o
->;a *-«*-> ifss
“>,*-* m m| i
-lo
^
z z«
f\5 'Ui '*
O' ir — ^ «
-•* hi W 3» O fW *<!/* W (
0\ -4 X -< IT- «
I
s s y (
ms,WWH r»r
rmnio
> © » x>
5 Z i» s
<r -3 s
c' »-« m o6 2 'X 1
O; :«
— m:t/i
2* 2 ' wW O • < o
-< -<: c
2 2
o o
m mT,
-q
S3 - C
a
m
T!
NUMBER
OF
MISSING
OBSERVATIONS
f
rn if‘ i»i <?,
•H O O J>
s> 3 X 3
m m sW S X 5>
owtn
* S S 38O «/a vs
5V £* 2 -< 00 j
' MIX'Ul
„ -j r-. x iUU-dti-
•£-!e
U‘ US
r- r o o x
» > C 30
3: 2 Z S> S
c; x h 3;
o o »-< m rs
x> s> z x 2
o z »*
t/i > 2 VS
-< vt n < ©
< -< c3 3 > IS Is*
f" 3 O 33
-H n o m
*-• x -n
nw-n'
'-’Dm*
2 Z
C C
m m
z. z
o c
J m nr
•n ~n
~n ~n
o n
»—
—«• 8i *-« r
m m. ss m
z rj 2 i
‘ « ® ES
f\> m.m *- «
o S“
—i C
£> 3
r- z
- V O'!
• c <c:
> o o*'o4
sJ - O' LJ I1 o Ui
;
> e u a
c m
m f/J
xc
vi c
O X
m 2 n
$ *
m;
«t < *
$ z' $
O j$ I &
n!
a o ; $
2 1
* X
137
FILE
QU
£S
T
I
ON
CCREA
TI
ON
D
ATE
s
77
/
08/04®)
PERFORM
BASED
CURR
PROGRA
M
SUBFILE
'Mlfifl
WWITE
i (/) - m
i o o
* 2 2
m m
s X'S)
i w W
^ c c r-r'n-
n» 7 z *> j» o :2 0 0 2 2 2 =-
o rn m cr OJ h
> X X C O «-*> I
.
.s fs r* r t> )
i;W 2 :
>.X' n r
T| -
iS "51
‘
5 =~< n
- o »-«
-- o
fW « »
»- vc ir.
:
wirftj m
•!> O vO
'low
-su'd
« O
f\J
$ va
' •
$ m *
® 2! *
•a.
o!
* I *
«'|
* 2>j *0
$ 3* «
01
© 33 *
Ol
* C $2
1
oo $
i3a
CODE
BO
OK
RUN
FROM
CARD
INPUT
.
•
77/08/04
Student Guide...
to Using Performance-Based Teacher Education Materials
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FOREWORD
This guide has been developed to help you, a preser-
vice or inservice vocational teacher, understand the
general nature and use of The Center’s performance-
based teacher education (PBTE) materials. A series of
100 modularized learning packages focusing upon the
specific professional competencies needed by voca-
tional teachers has been developed and extensively field
tested. The competencies upon which these modules
are based were identified and verified through research
as being important to successful vocational teaching at
both the secondary and post-secondary levels. The
modules have also been designed so as to be suitable for
the preparation of teachers in all vocational service
areas and occupational specialties.
Each module provides learning experiences that in-
tegrate theory and practice; each culminates with
criterion-referenced assessment of the teacher's per-
formance of the specified competency. The materials
are designed for use by teachers, either on an individual
or group basis, working under the direction of one or
more resource persons (instructors).
The design of the materials provides considerable
flexibility for planning and conducting preservice and
inservice teacher education and staff development pro-
grams to meet a wide variety of individual needs and
interests. The materials are intended for use by univer-
sities and colleges, secondary and post secondary in-
stitutions, state departments of education, and others in
manpower and industrial settings who are responsible
for the professional development of teachers and in-
structors. Further information on the nature and use of
these curricular materials is contained in two slide/tape
presentations entitled "U and PBTE" for orienting
teachers to using The Center's PBTE materials and
“Overview of The Center’s PBTE Program." You may
wish to ask your resource person for an opportunity to
view one or both of these presentations.
Special recognition for their roles in the development,
field testing, and revision of this document goes to
Robert E. Norton, Associate Program Director of The
Center’s Professional Development in Vocational Edu-
cation area, who was responsible for helping to write the
field-test version and for preparing this published ver-
sion; and to May Huang who helped write the first edi-
tion. Recognition is also extended to Jean Wisenbaugh,
Artist, and to other members of the Professional De-
velopment in Vocational Education staff who critiqued
the document and made helpful suggestions for its im-
provement.
Appreciation is also extended to ail those outside The
Center (preservice and inservice teachers, staff de-
velopment coordinators, teacher educators, field site
coordinators) who used this guide under field-test con-
ditions and who provided valuable feedback for it:
refinement. Among the external group, special thank
go to Dr. Harold Parady, Executive Director of the Amei
can Association for Vocational Instructional Material
and to George Smith, Art and Layout Editor, for the:
cooperation and valuable assistance in the publicatio
of this guide.
The Center is grateful to the National Institute of Edi
cation (NIE) for sponsorship of this PBTE curricului
development effort (of which the guide was one produc
from 1972 through its completion. Appreciation is e
tended to the Bureau of Occupational and Adult Educ
tion of the U.S. Office of Education for its sporssorsh
of training and of the advanced testing of the module
and this guide through the National Institute fo
Performance-Based Teacher Education at ten site
under provisions of EPDA Part F, Section 553. Thanl
are also due to the eight other sites who also partic
pated in the advanced testing effort under NIE and sel
sponsorship.
Robert E. Taylor
Executive Director
The Center for Vocational Educatio
AA
ViM
AMERICAN ASSOCIATION
FOR VOCATIONAL
INSTRUCTIONAL MATERIALS
Engineering Center
University of Georgia
Athens, Georgia 30802
The American Association for Vocations! instructional
Materials (AAVIM) is an interstate organization of univer-
sities, colleges and divisions of vocations! education de-
voted to the improvement of teaching through better in-
formation and teaching aids.
00THE CENTER FOR VOCATIONAL EDUCATSON
The Center for Vocational Education's mission is to
increase the ability of diverse agencies, institutions, and
organizations to solve educational problems relating to
individual career planning, preparation, and progression.
The Center fulfills its mission by:
• Generating knowledge through research.
• Developing educational programs and products.
• Evaluating individual program needs and outcomes.
a Installing educational programs and products.
a Operating information systems and services.
• Conducting leadership development and training
programs.
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(* INTRODUCTION
You are about to embark on a new type of learn-
ing experience—one that can be exciting and en-
joyable, as well as challenging and demanding. We
think that you'll like the experience. If you are a
preservice teacher, we think you’ll be better pre-
pared because of your performance-based prepa-
ration to take your place in the teaching profes-
sion. If you are already a teacher, we think you'll
become an even more effective teacher because
of your performance-based learning experiences.
You’ll be doing several things differently and, we
think, better. You'll still meet and work regularly
with your fellow teachers, and with your professors
or staff development leaders (coordinators, super-
visors), but more of your contacts will be on an
individual and small-group basis. You'll have more
opportunity to learn by doing, to express your own
views and concerns, and to pursue your own learn-
ing style and interests. While there will be fewer, if
any, large-group sessions (e.g., lectures), there will
be much more opportunity to choose among learn-
ing activities and to pursue them at your own pace.
You’ll find that you will be participating in learning
experiences which are directly relevant to your
needs as a vocational teacher.
As with anything else that is new or different, you
are likeiy to have questions about performance-
based teacher education (PBTE). It is only natural
to be a little bit apprehensive or uneasy about any
significant change that will affect you directly.
While we are confident that you will like this new
approach to teacher education, your questions
deserve simple and straightforward answers. This
guide has been developed specifically to answer
as many of your questions as we could anticipate.
It will also serve to explain how learning by PBTE
can be made easier and more satisfying.
This guide is designed to help orient both pre-
service and inservice vocational teachers to PBTE.
The information presented in the guide is or-
ganized in an easy-to-read, question-and-answer
format. The questions which we feel are most likely
to be of concern to teachers are categorized under
the following two major headings:
I. Questions about PBTE in General
II. Questions about The Center’s PBTE Mate-
rials
So that we might all talk and use the same lan-
guage, Part III consists of a list of PBTE Terms You
Should Know. Good luck as you begin a new and
more individualized approach to teacher prepara-
tion.
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Part I
QUESTIONS ABOUT PBTE IN GENERAL
1. What is performance-based teacher
education (PBTE)?
PBTE is an approach to teacher preparation in
which the teacher is required to demonstrate
essential teaching tasks in an actual teaching
situation. Actual performance of the tasks en-
sures that the teacher has not only the knowl-
edge required, but also the ability to perform
the competencies (teaching skills or tasks)
that are essential to successful teaching.
2. What are the essential teaching
competencies?
A teaching competency is defined as the
knowledge, skills, and attitudes necessary to
perform a critical teaching task (e.g., develop
a unit of instruction, direct student laboratory
experience, present information with film-
strips and slides, etc.). Successful perfor-
mance as a teacher requires both a solid un-
derstanding of one's technical subject mat-
ter area (auto mechanics, horticulture, retail-
ing, etc.) and competence in the professional
teaching skills and knowledge. While both
types of learning are essential to teachers, in
PBTE programs, the focus is on acquiring the
teaching skills needed to carry out the in-
structional process effectively.
3. What difference will PBTE make?
There is quite a difference between knowing
about the job and being able to do the job. In
traditional programs, individuals may gain
knowledge about teaching and yet not de-
velop the ability to teach. In PBTE programs,
individuals must demonstrate their ability to
perform in an actual school situation. When a
program is not performance-based, the em-
phasis tends to be on completing courses
required for graduation and/or certification.
4. Is competency-based teacher
education the same as
performance-based teacher
education?
Many educators tend to use these two terms
synonymously. However, other people distin-
guish between these two terms, using the
word “competency" to emphasize the fact
that learning in competency-based programs
is structured around the identified and ver-
ified competencies needed by teachers. In
performance-based programs, the word
“performance" is used to emphasize the fact
that these programs require teachers to
demonstrate their ability to perform the es-
sential competencies in an actual school set-
ting.
7

Part II
QUESTIONS ABOUT THE CENTER’S PBTE MATERIALS
Who Developed
the PBTE Materials?
5. What is The Center for Vocational
Education?
The Center is a national research and de-
velopment organization which specializes in
the development and evaluation of materials
for vocational educators. Located at The Ohio
State University in Columbus, Ohio, The Cen-
ter developed the PBTE materials in response
to the need for more innovative and effective
ways of preparing and upgrading teachers'
skills.
6. What was the basis for the
development of the PBTE materials?
Charged with the responsibility of finding
ways to improve vocational teacher prepara-
tion, Center staff members initiated a com-
prehensive research study to identify the
competencies which are important to suc-
cessful vocational teaching. These compe-
tencies, which were verified as important by
over 100 practicing vocational educators,
formed the basis for development of the
PBTE instructional materials.
7.
Have the materials been field
tested?
The materials have been field tested twice,
and extensively so. This is a unique feature of
these curricular materials when compared
with most textbooks and other materials
commonly used to prepare teachers. The
modules underwent preliminary field testing
in three different institutions where both pre-
service and inservice teachers and their in-
structors provided detailed feedback. After
revision, all 100 modules underwent ad-
vanced testing through which detailed feed-
back was again obtained. Over 2,000 teachers
and 300 instructors, located in twenty differ-
ent institutions, were involved and provided
the feedback used in refining the materials
for publication. (A list of the institutions in-
volved is given in the foreword to the mod-
ules.)
Why Were the PBTE
Modules Developed?
8. What is a PBTE module?
In most performance-based teacher educa-
tion programs, learning materials are de-
veloped and organized into some type of in-
structional package. In The Center's cur-
ricula, each module is an instructional pack-
age designed to cover a single teaching skill.
The package includes a series of learning ex-
periences that contain information, activities,
and feedback devices to help the teacher ac-
quire the skill.
9. Why were modules developed?
Modules were chosen as the most suitable
type of instructional package available be-
cause
—
• Modules facilitate the individualization
of instruction to meet specific teacher
needs and interests.
• Modules lend themselves to coverage of
a single teaching skill or competency
and, hence, because of their short dura-
tion, provide for more flexible use by
teachers.
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In the performance-based teacher education pro-
grams, the emphasis is on developing the skills neces-
sary to perform effectively in actual teaching situa-
tions.
• Modules lend themselves to a perfor-
mance objectives structure which
makes it easy for teachers to determine
what they are to learn and how their
learning will be assessed.
• Modules provide more options to the
teacher and instructional staff in the
selection and sequencing of their in-
structional program.
• Modules, because of their size, are much
more easily added to, modified, updated,
or discarded than courses or textbooks.
What Are the
PBTE Modules Like?
1 0. What are the major parts of a module?
Each module contains four major sections.
Sections, in the order of their appearance in
the module, are as follows:
• Introduction.—The introduction pro-
vides the frame of reference for the enti re
module, i.e., relationship to other mod-
ules and the teacher education program,
definition of terms unique to the module,
and the importance of the competency
to be developed.
• About This Module.—This section lists
the performance objectives for the mod-
ule, the resources needed, and the pre-
requisite competencies where appropri-
ate.
• Learning Experiences.—Each learning
experience begins with an overview. The
overview uses graphic symbols and brief
statements to highlight and describe the
major learning activities involved in the
learning experience and the type of
feedback provided the user. The learning
experiences include directions for com-
pleting the learning activities, optional
activities, information sheets, and feed-
back procedures and instruments. The
final learning experience always pro-
vides for assessing the teacher’s ability
to perform the given competency in an
actual school setting.
• About Using The Center’s PBTE
Modules.—This section provides an
explanation of how all 100 of The Cen-
ter's PBTE modules are organized, rec-
ommended procedures for their use, a
definition of terms common to all mod-
ules, and an explanation of the various
levels of performance
sessment instruments
the modules.
used in the as-
contained within
Urg : . ; i
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Each module contains background knowledge, appli-
cation and/or practice activities, and an opportunity to
demonstrate the competency involved in a classroom
setting.
1 1 . Why is there more than one learning
experience in each module?
When learning about and developing a spe-
cific competency in teaching, you need some
basic knowledge before putting the compe-
tency into use. In most modules, the first one
or two learning experiences are designed to
provide the necessary background knowl-
edge about the teaching competency. The
next one or two experiences usually focus on
the “how” and provide an opportunity for you
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to practice or apply the competency in a
simulated situation. In some cases, back-
ground knowledge and practice activities
may be combined within a single learning
experience. The final iearning experience al-
ways requires performing the competency in
an actual school setting.
12. Why do the modules have optional
activities?
Optional activities are designed to supple-
ment and enrich the required learning ex-
periences. Their purpose is to provide more
choice, greater flexibility, and additional op-
portunities for those who desire to further
their learning. In addition, you can design
additional optional activities of your own as
appropriate.
13. Why are the modules
self-contained?
Most of The Center’s modules contain all the
materials you will need, in order to make them
easier for you to use. Teachers who used ear-
lier versions of the modules indicated they
often experienced difficulty in finding outside
resources. Hence, to reduce frustration and
increase study efficiency, nearly all of the
modules now contain all the essential back-
ground knowledge you will need in the form
of information sheets. To provide for enrich-
ment and reinforcement, most modules also
suggest optional outside references for your
consideration.
14.
How many modules are there in The
Center’s PBTE program?
One hundred modules have been developed.
They have been clustered into ten categories
according to professional skill areas, and the
covers have been color-coded for easy refer-
ence as follows:
Category Title Color No. of
______
Code ModuSes
A Program Planning,
Development, and
Evaluation
B Instructional Planning
C Instructional Execution
D Instructional Evaluation
E Instructional Management
F Guidance
G School-Community Relations
H Student Vocational
Organization
I Professional Role and
Development
J Coordination of Cooperative
Education
TOTAL 100~
Red 11
Yellow 6
Turquoise 29
Lime 6
Orange 9
Gold 5
Rust 10
Light Gold 6
Gray 8
Green 10
1 5. Why are different cover and internal
colors used?
Each category of modules has a different
cover color to add variety and to aid users in
quickly identifying the category to which a
module belongs. Each category of modules
also has a second color which is used inter-
nally with different degrees of screening to
improve the appearance and effectiveness
of the illustrations, overviews, samples, and
figures. A color tab appears on the margins of
each page of each learning experience to aid
the user in locating a specific learning ex-
perience. Selected columns of the various
checklists are also shaded to indicate the ac-
ceptable levels of performance.
16. What is the purpose of the
illustrations?
You will find the modules contain a consider-
able number of illustrations and other graph-
ics. These have been included for several im-
portant reasons. First of all, they serve to
break up the printed copy, making the mod-
ules easier to read and visually more appeal-
ing. They further serve to add variety, interest,
and some humor to the topics covered.
Perhaps most important, the illustrations are
used to emphasize key points and increase
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the visual impact (a picture is worth a
thousand words) of the materials.
A number of different characters are used
throughout the 100 modules to serve some
specific functions. Let's let them speak for
themselves
—
We are the people who will try to provide you with
visual explanatory information, guide you through
the learning activities, and make you comfortable
as you use the modules. In the modules, you will
see us in the introductions and in the information
sheets. You will come to recognize us as the charac-
ters who "narrate" the text.
The illustrations would not be complete without
teachers. Let us show you the many vocational
teachers who you will find explaining, guiding
demonstrating, and otherwise actively going about
the teaching-learning process.
Nor would the job be complete if we did not intro-
duce you to the various student characters who you
will also find in the illustrations. After all, it is the
improvement of the instructional program for our
secondary and post-secondary students that is our
ultimate goal in PBTE.
How Can the Modules Be Used
Most Effectively?
17. Do I have to complete all the 100
modules?
No. The number of modules you will need to
take depends upon your previous experience
and your present competency in teaching.
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Even the number of learning experiences you
need to go through in each module is flexible.
All of the modules have been designed to
allow for a tailor-made program that meets
your specific needs and interests.
18. Who decides how many modules I
must complete?
You and your resource person(s) (the instruc-
tor, professor, supervisor, staff development
coordinator, or other person responsible
for your instructional program) will decide
which, and how many, modules you need to
complete. (See the back cover of this guide or
a copy of the Vocational Teacher Compe-
tency Profile for a listing of the 100 titles
available.) In most cases, instructional and
certification requirements have been estab-
lished in your college/university and state.
With the help of your resource person(s), you
will first assess your present teaching skills
with regard to these requirements. This will
help you identify and decide which, and how
many, modules you need to take.
19. Who will be my resource person(s)?
Your resource person(s) can be a professor, a
cooperating teacher, an instructional super-
visor, an administrator, a state supervisor, or
other qualified person who is responsible for
guiding and helping you in planning your
educational program. The modules are not
designed to be totally self-instructional; your
resource person(s) should be contacted for
assistance whenever you need help in com-
pleting a module. The resource person is a
very important facilitator in any successful
PBTE program.
20. Do I have to take modules in a
certain sequence?
Most modules have been designed as self-
contained learning packages, and you can
sequence them according to your own needs
and interests. However, there are prerequisite
competencies for certain modules. In these
cases, fulfilling the prerequisite requirements
helps you to successfully complete the mod-
ules. (See the inside back cover of this guide
for a graphic illustration of the competen-
cies—by module number—that are pre-
requisite to others.)
21. How much time is required to
complete a module?
The time requirement varies from module to
module, individual to individual, and situation
to situation. The range of time required to
complete a particular learning experience
varies from about one half hour to two hours.
Since most modules consist of three to five
learning experiences, most modules will take
somewhere between two to ten hours to
complete.
In The Center's approach to PBTE, the teacher
educator is actively involved as a resource person and
advisor.
22.
Will I need other written resources
when I take a module?
Generally not. Most modules are self-con-
tained, but some outside resources are re-
quired and/or recommended for the purpose
of providing essential or optional (enriching
and reinforcing) learning activities.
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23. Can I team up with others to work on
the same module?
Yes. As a matter of fact, you can probably get
more out of some modules by working with
others as a team. In other cases, you may find
working alone is the best way to get the most
out of a module.
24. How can I get the most out of a
module?
A strong desire to learn the competency in-
volved will help the most. In addition, you will
find observing the following guidelines very
worthwhile.
• Since you will be taking major responsi-
bility for your learning, you will need to
know exactly what is to be learned and in
what way. Therefore, be sure to spend a
few minutes carefully reading through
(1) the title page, (2) the introduction, (3)
the About This Module section, (4) the
overviews of each learning experience,
and (5) the About Using The Center's
PBTE Modules section. Thorough un-
derstanding of these parts is essential.
• Since modularized learning is mostly
self-directed, you need to develop self-
discipline in directing your own learning.
The best thing you can do is to make out
a plan of action and communicate it to
your resource person(s). A simple Mod-
ule Worksheet is shown in Sample 1 for
your possible use. You might find it
especially helpful to make copies to use
as you complete the first few modules.
• Since you have the option of not going
through all the learning experiences in
each module, you need to be as objective
as you can when you assess your present
competency and decide on which learn-
ing experiences you need to take
Otherwise, you may end up depriving ))))
yourself of some knowledge or the prac-
‘
tice necessary to master a certain com-
petency.
• Since your resource person(s) has the
responsibility to help you whenever you
need assistance, you should inform
him/her about your needs as early as
possible so he/she will have sufficient
time to assist you or make other neces-
sary arrangements.
25.
Can persons in different service
areas use the modules?
Yes. The learning experiences have been
carefully designed so that teachers in all vo-
cational service areas, at both the secondary
and post-secondary levels, can use the mod-
ules. Furthermore, teachers, supervisors, and
teacher educators from all vocational service
areas participated in the research effort that
identified the competencies upon which the
modules are based.
26. Can industrial arts teachers, adult
instructors, industrial trainers, and
manpower instructors benefit from
the use of the modules?
Very definitely. Many of the competencies
needed by these persons are identical to, or at
least closely associated with, those needed
by vocational teachers. A number of indus-
trial arts teachers, adult instructors, and
manpower instructors have successfully
used the PBTE materials during the advanced
field testing.
27. Can teachers in general education
use the modules?
While the research and development effort
focused upon the competencies and mate-
rials needed by secondary and post-sec-
ondary vocational teachers, general educa-
tion teachers already have found, and will
continue to find, many of the modules to be
applicable to their teaching responsibilities.
While most of the examples and case studies
are drawn from vocational education, the
competencies themselves are, for the most
part, relevant (generic) to all teachers. Spe-
cial consideration should be given to mod-
ules in Category B: Instructional Planning, /I
Category C: Instructional Execution, and
Category D: Instructional Evaluation.
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28. Can experienced teachers benefit
from the modules?
Yes. Experienced teachers can definitely
benefit if they need any of the competencies
covered by the modules. Most teachers,
through frank self-appraisal, will discover
several competency areas in which they
could improve or expand their skills. Besides,
the nature and number of competencies in-
volved requires that some of the competen-
cies be obtained through inservice or grad-
uate programs.
29. You mention “feedback” and
“assessment”; what do they mean?
Toward the end of each learning experience,
you will get feedback on how well you are
doing. It may be in the form of a self-check
with model answers, or a checklist for you,
your peer(s), and/or resource person(s) to
rate your achievement on a scale. At the end
of each module, your total performance will
be assessed by your resource person, using
a Teacher Performance Assessment Form
specifically designed for each module.
Through this continuous evaluation process,
both you and your resource person(s) will'
know how far and how well you are progress-
ing in developing the competency.
30. How will my performance be
assessed?
Your overall performance will always be as-
sessed by your resource person(s) on the
basis of your performance in the final learn-
ing experience of each module you take. It is
important that you keep a record of your ac-
tivities and keep your resource person(s) well
informed of your progress. A suggested Per-
sonal Progress Record form is shown in
Sample 2 for your consideration.
31. Why does the final learning
experience have to be completed in
an actual school situation?
Since the modules are performance-based, it
is essential that teachers demonstrate their
ability to perform the competency in a real
school setting rather than in a simulated situ-
ation or on a paper-and-pencil test.
32.
How will my progress be recorded
and/or graded?
The record-keeping system used will vary
widely depending upon the type of staff de-
velopment or teacher preparation program in
which you are participating. Some institu-
tions have been using the Vocational Teacher
Competency Profile chart to record progress
m module completion, while others are devis-
ing their own forms and procedures. In some
instances, grades are given (e.g., in teacher
education institutions), and in other cases
salary or certification credits are awarded
(e.g., in staff development programs) For a
specific answer, you should direct this ques-
tion to your resource person(s).
33.
Do I get to keep the modules?
Yes, if you have paid for them. In a few cases,
the university or other educational agency
involved will supply the materials free of
charge. Because of their content, it is ex-
pected that you will want to keep most of
them for future reference.
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SAMPLE 1
MODULE WORKSHEET
Name
Module No. Module Title
Resource Person(s) for this module:
Name Office Office phone
Check off the following study procedures as they are completed:
1. Read the INTRODUCTION
2. Read the ABOUT THIS MODULE section
3. Examine the OVERVIEW of each learning experience
D 4. Read the FINAL EXPERIENCE
5. Read the ABOUT USING THE CENTER'S PBTE MODULES section
Complete the following with the assistance and counsel of the resource person:
6. Assess present teaching competency
7. Determine need to complete prerequisite modules
8. Other activities: _
The following learning experiences have been decided upon:
Completion Dates:
Planned Actual
9. Learning Experience I
10. Learning Experience II
11. Learning Experience III
12. Learning Experience IV
13. Learning Experience V
14. Final Experience
The following conferences with resource persons have been scheduled (arrange only those
needed):
Dates
Plan for completing learning activities
Arrange to obtain resources
Report on progress
Arrange for Final Experience assessment
Other
‘Permission is granted to locally reproduce this worksheet.
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Part III
PBTE TERMS YOU SHOULD KNOW
Activity:
Refers to one of the several required learning tasks
that are designed to help students achieve an
enabling or terminal objective.
Actual School Situation:
Refers to a situation in which you are actually
teaching vocational students in a secondary or
post-secondary school. A student teacher, an in-
service teacher, or an intern would be functioning
in an actual school situation.
Alternate Activity or Feedback:
Refers to an item or feedback device which may
substitute for required items which, due to special
circumstances, you are unable to complete.
Competency:
Refers to achievement of the knowledge, skills,
and attitudes required to perform a given task.
Competency-Based Teacher Education (CBTE):
Refers to an approach to teacher preparation in
which the emphasis is on developing specified
teaching competencies rather than on gaining
knowledge of how to teach. Many educational
leaders use this term synonymously with Perfor-
mance-Based Teacher Education.
Enabling Objective:
Refers to one of the several process-type objec-
tives that help students progress toward achieve-
ment of a terminal objective. For each enabling
objective in a module, a learning experience
has been specifically designed to help teachers
achieve it.
Feedback:
Refers in The Center's modules to the immediate
reinforcement of learning that one receives in each
learning experience through the use of model an-
swers or some type of a checklist completed by
oneself, one's peers, and/or resource person(s).
Inservice Teacher:
Refers to a person who is already employed and
working as a teacher or instructor.
Learning Experience:
Refers to a series of required and optional learning
activities contained within each module whose
completion leads toward the accomplishment of a
single performance objective.
Module:
Refers to the type of learning materials that are
developed for most PBTE programs and organized
into modular (package) form. Modules vary widely
in form, length, and scope from program to pro-
gram. Some consist of a one- or two-page outline,
while others are comprehensive self-contained in-
structional packages of fifty or more pages each.
Most of The Center's modules contain all of the
essential learning material for achieving a spec-
ified terminal performance objective.
Occupational Specialty:
Refers to a specific area of preparation within a
vocational service area (e.g., the service area Trade
and Industrial Education includes occupational
specialties such as automobile mechanics, weld-
ing, and electricity).
Optional Activity or Feedback:
Refers to an activity or item which is not required,
but which is designed to supplement and enrich
the required activities in a learning experience.
Overview:
Refers to the first page of each learning experi-
ence in The Center's modules, with the exception
of the final learning experience. The overview uses
graphic symbols and brief statements to give the
teacher a quick preview of the major learning ac-
tivities involved in the learning experience, and the
type of feedback provided the user.
Peer:
Refers to a fellow teacher, a roommate, or a friend
who is used to (1) role-play a student, (2) critique
your performance, and/or (3) participate with you
in seminar-type discussions. Whenever possible, a
peer should be a person in your own occupational
specialty.
Performance-Based Teacher Education (PBTE):
Refers to an approach to teacher preparation in
which the emphasis is on developing the ability to
“perform" (teach) in an actual school situation
rather than on the “knowledge” of teaching. The
focus of PBTE programs is on the teacher's de-
velopment and demonstration of competencies
that have been identified and verified as important
to successful teachers.
Performance Objective:
Refers to a statement describing desired student
performance, the conditions under which the per-
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formance is to occur, and the criteria by which the
performance will be evaluated.
Preservice Teacher:
Refers to a person who is preparing for future
employment as a teacher or instructor.
Resource Person:
Refers to the professor, instructional supervisor,
staff development leader, cooperating teacher,
administrator, state supervisor, or other person
who is responsible for guiding you and helping
you plan and carry out your professional develop-
ment program.
Student (in the modules):
Refers to the secondary or post-secondary stu-
dents whom you are or will be teaching.
Terminal Objective:
Refers to an objective describing the competency
the teacher is expected to perform in an actual
school situation upon completing the module.
You or the Teacher:
Refers to the person who is taking the module.
Vocational Teacher Competency Profile:
Refers to a profile chart which displays, in graphic
form, the ten categories and the 1 00 modules that
comprise The Center's PBTE curricula. The profile
chart can be used in many ways: to inform you of
the competencies covered by the modules; to re-
cord your progress in completing modules; as
a competency transcript; etc. Your resource per-
son^) should have copies available.
Prerequisite Competencies
for The Center’s
Performance-Based Teacher Education Modules
Modules shown before the arrow (-^) are prerequisite to modules to which the arrow points. Module
umbers within parentheses ( ) indicate prerequisites from other module categories.
rogram Planning
?velopment and Evaluation
Instructional
Evaluation
Student Vocational
Organization
»D-5 -
A-11
structional Planning
-1 -
-2 -
-4;
B-3
-B-5
"B-6
(C- In-
structional Execution (B-4)-
( 3-4).
C-1
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kC-3
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k C-5
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k C-9
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C-1
8
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D-3
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Coordination of
Cooperative Education
J-1-
School-Community
Relations
G-1
G-2
G-3
G-4
G-5
G-6
G-7
G-8
G-9
G-10
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‘Competency in the broad areas of instructional planning, execution,
and evaluation is required.
“Teaching experience is prerequisite.
Titles of The Center’s
Performance-Based Teacher Education Modules
Category A: Program Wanning, Da»atopmant, and Evaluation
A-1 Prepare for a Community Survey
A-2 Conduct a Community Survey
A-3 Report th® Findings of a Community Survey
A-4 Organize an Occupational Advisory Committee
A-5 Maintain an Occupational Advisory Committee
A-6 Develop Program Goafs and Objectives
A-7 Conduct an Occupational Analysis
A-8 Develop a Course of Study
A-9 Develop Long-Range Program Plans
A~10 Conduct a Student Follow-Up Study
A -11 Evaluate Your Vocational Program
Category B: IsistrueBoraat Planning
B-1 Determine Needs and Interests of Students
8-2 Develop Student Performance Objectives
B-3 Develop a Unit of instruction
B~4 Develop a Lesson Plan
0-5 Select Student Instructional Materials
B-8 Prepare Teacher-Made Instructional Materials
Category C: SnstrueMenal Execution
C-1 Direct Field Trips
0-2 Conduct Group Discussions, Panel Discussions, and
Symposiums
0-3 Employ Brainstorming, Buzz Group, and Question Box
Techniques
0-4 Direct Students in Instructing Other Students
0-5 Employ Simulation Techniques
0-8 Guide Student Study
G-7 Direct Student Laboratory Experience
0=3 Direct Students in Applying Problem-Solving Techniques
G-9 Employ the Project Method
0-10 Introduce a Lesson
G-11 Summarize a lesson
C-1 2 Employ Ora! Questioning Techniques
0-1 3 Employ Reinforcement Techniques
0-14 Provide Instruction for Slower and Mora Capable Learners
0-15 Present an Illustrated Talk
0-16 Demonstrate a Manipulative Skill
C-1 7 Demonstrate a Concept or Principle
C-1 3 Individualize Instruction
0-19 Employ the Team Teaching Approach
0-20 Use Subject Matter Experts to Present Information
0-21 Prepare Bulletin Boards and Exhibits
C-22 Present Information with Models, Real Objects, and Flannel
Boards
0-23 Present Information with Overhead and Opaque Materials
0-24 Present Information with Filmstrips and Slides
C-25 Present Information with Films
G-28 Present Information with Audio Recordings
G~27 Present Information with Televised and Videotaped Materials
G-28 Employ Programmed Instruction
0-29 Present Information with the Chalkboard and Flip Chart
Catagory B: foitraottenal Evaluation
D-1 Establish Student Performance Criteria
D-2 Assess Student Performance: Knowledge
D-3 Assess Student Performance: Attitudes
D-4 Assess Student Performance: Skills
D-5 Determine Student Grades
D-S Evaluate Your Instructional Effectiveness
Category E: Smrtrustfonai Management
E-1 Project Instructional Resource Needs
E-2 Manage Your Budgeting arid Reporting Responsibilities
E-3 Arrange for Improvement of Your Vocational Facilities
E-4 Maintain a Filing System
E-5 Provide for Student Safety
E-6 Provide for the First Aid Needs of Students
E-7 Assist Students in Developing Self-Discipline
E-8 Organize the Vocational Laboratory
E-9 Manage the Vocational Laboratory
Category F: Guidance
F-i Gather Student Data Using Forma! Data-GoHection Techniques
F-2 Gather Student Data Through Persona? Contacts
F-3 Use Conferences to Help Meet Student Needs
F-4 Provide Information on Educations! and Career Opportunities
F-5 Assist Students in Applying for Employment or Further Education
Category 6s School-Community Rotations
G-1 Develop a School-Community Relations Plan for Your Vocational
Program
6-2 Give Presentations t© Promote Your Vocational Program
6-3 Develop Brochures to Promote Your Vocational Program
6-4 Prepare Displays to Promote Your Vocational Program
6-5 Prepare News Releases and Articles Concerning Your Vocational
Program
6-8 Arrange for Television and Radio Presentations Concerning Your
Vocational Program
G-7 Conduct an Open House
6-8 Work with Members of the Community
G-9 Work with State and Local Educators
6-10 Obtain Feedback about Your Vocational Program
Category H: Student Vocational Grgaralzattem
H-l Develop a Personal Philosophy Concerning Student Vocational
Organizations
H-2 Establish a Student Vocational Organization
H-3 Prepare Student Vocational Organization Members for
Leadership Roles
H-4 Assist Student Vocational Organization Members in Developing
and Financing a Yearly Program of Activities
H-5 Supervise Activities of the Student Vocational Organization
H-6 Qukte Participation in Student Vocational Organization Contests
Category h Prafosslonal R@i© and Development
1-1 Keep Up-to-Date Professionally
1-2 Serve Your Teaching Profession
1-3 Develop an Active Personal Philosophy of Education
1-4 Seres the School and Community
S-5 Obtain a Suitable Teaching Position
!-8 Provide Laboratory Experiences for Prospective Teachers
i-7 Plan the Student Teaching Experience
1-8 Supervise Student Teachers
Category J: Coordination ©f Cooperative Education
J~1 Establish Guidelines for Your Cooperative Vocational Program
d-2 Manage the Attendance, Transfers, and Terminations of Co-Oi
Students
J-3 Enroll Students in Your Co-Op Program
j-4 Secure Training Stations for Your Co-Op Program
J-5 Place Co-Op Students on the Job
J-8 Develop the Training Ability of On-the-dob instructors
J-7 Coordinate On-the-Job Instruction
J-8 Evaluate Co-Op Students' On-the-Job Performance
j-9 Prepare for Students' Related Instruction
J-1G Supervise an Employer-Employs© Appreciation Event
RELATED PUBLICATIONS
Student Guide to Using Performance-Based Teacher Education
Materials
Resource Person Guide to Using Performance-Based Teacher
Education Materials .
Guide to the Implementation of Performance-Based Teacher Educator
For Information regarding availability and prices of tb©s© materials contact—
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FOREWORD
This module is one of a series of 100 performance-based
teacher education (PBTE) learning packages focusing upon
specific professional competencies of vocational teachers. I he
competencies upon which these modules are based were iden-
tified and verified through research as being important to suc-
cessful vocational teaching at both the secondary and post-
secondary levels of instruction. The modules are suitable for
the preparation of teachers in all occupational areas.
Each module provides learning experiences that integrate
theory and application; each culminates with criterion refer-
enced assessment of the teacher’s performance of the spec-
ified competency. The materials are designed for use by indi-
vidual or groups of teachers in training working under the
direction and with the assistance of teacher educators acting as
resource persons. Resource persons should be skilled in the
teacher competency being developed and should be thor-
oughly oriented to PBTE concepts and procedures in using
these materials.
The design of the materials provides considerable flexibility for
planning and conducting performance-based preservice and
inservice teacher preparation programs to meet a wide variety
of individual needs and interests. The materials are intended for
use by universities and colleges, state departments of educa-
tion, post-secondary institutions, local education agencies, and
others responsible for the professional development of voca-
tional teachers. Further information about the use of the mod-
ules in teacher education programs is contained in three re-
lated documents: Student Guide to Using Performance-Based
Teacher Education Materials, Resource Person Guide to
Using Performance-Based Teacher Education Materials and
Guide to Implementation of Performance-Based Teacher
Education.
The PBTE curriculum packages are products of a sustained
research and development effort by The Center's Program for
Professional Development for Vocational Education. Many in-
dividuals, institutions, and agencies participated with The Cen-
ter and have made contributions to the systematic develop-
ment, testing, revision, and refinement of these very significant
training materials. Over 40 teacher educators provided input in
development of initial versions of the modules; over 2,000
teachers and 300 resource persons in 20 universities, colleges,
and post-secondary institutions used the materials and pro-
vided feedback to The Center for revision and refinement.
Special recognition for major individual roles in the direction,
development, coordination of testing, revision, and refinement
of these materials is extended to the following program staff:
James B. Hamilton, Program Director; Robert E. Norton, As-
sociate Program Director; GSen E. Fardig, Specialist; Lois Har-
rington, Program Assistant; and Karen Quinn, Program Assis-
tant. Recognition is also extended to Kristy Ross, Technical
Assistant; Joan Jones, Technical Assistant; and Jean Wisen-
baugh, Artist for their contributions to the final refinement of
the materials. Contributions made by former program staff to-
ward developmental versions of these materials are also ac-
knowledged. Calvin J. Cotrell directed the vocational teacher
competency research studies upon which these modules are
based and also directed the curriculum development effort
from 1371-1972. Curtis R. Finch provided leadership for the
program from 1372-1974.
Appreciation is also extended to all those outside The Center
(consultants, field site coordinators, teacher educators,
teachers, and others) who contributed so generously in various
phases of the total effort. Early versions of the materials were
developed by The Center in cooperation with the vocational
teacher education faculties at Oregon State University and at
the University of Missouri-Columbia. Preliminary testing of the
materials was conducted at Oregon State University, Temple
University, and University of Missouri-Columbia.
Following preliminary testing, major revision of all materials
was performed by Center Staff with the assistance of numerous
consultants and visiting scholars from throughout the country
Advanced testing of the materials was carried out with assis-
tance of the vocational teacher educators and students of Cen-
tral Washington State College; Colorado State University; Ferris
State College, Michigan; Florida State University; Holland Col-
lege, P.E.I., Canada; Oklahoma State University; Rutgers Uni-
versity; State University College at Buffalo; Temple University:
University of Arizona; University of Michigan-Flint; University of
Minnesota-Twin Cities; University of Nebraska-Lincoln; Univer-
sity of Northern Colorado; University of Pittsburgh; University
of Tennessee; University of Vermont ; and Utah State University.
The Center is grateful to the National Institute of Education for
sponsorship of this PBTE curriculum development effort from
1972 through its completion. Appreciation is extended to the
Bureau of Occupational and Adult Education of the U.S. Office
of Education for their sponsorship of training and advanced
testing of the materials at 10 sites under provisions of EPDA
Part F, Section 553. Recognition of funding support of the
advanced testing effort is also extended to Ferris State College,
Holland College, Temple University, and the University of
Michigan-Flint.
Robert E. Taylor
Executive Director
The Center for Vocational Education
AA
VIM
AMERICAN ASSOCIATION
FOR VOCATIONAL
INSTRUCTIONAL MATERIALS
Engineering Center
University of Georgia
Athens, Georgia 30602
The American Association for Vocational Instructional
Materials (AAVIM) is an interstate organization of univer-
sities, colleges and divisions of vocational education de-
voted to the improvement of teaching through better in-
formation and teaching aids.
00THE CENTER FOR VOCATIONAL EDUCATION
The Center for Vocational Education’s mission is to
increase the ability of diverse agencies, institutions, and
organizations to solve educational problems relating to
individual career planning, preparation, and progression.
The Center fulfills its mission by:
• Generating knowledge through research.
9 Developing educational programs and products.
• Evaluating individual program needs and outcomes.
• Installing educational programs and products.
• Operating information systems and services.
• Conducting leadership development and training
programs.
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CURRICULUM DEVELOPMENT PROCESS
2
INTRODUCTION
(('
Given a course and a group of students to teach,
how can a teacher be sure that the information to
be conveyed to students is pertinent, and that it is
presented in the most appropriate order utilizing
the best supporting materials? How can one be
sure the students have learned what was taught?
The teacher can overcome all these areas of un-
certainty by careful planning: planning for the
year, for the semester, for the unit, for the week,
and for the day. Since it is the daily lesson plan
which ultimately forms the basis for conducting
the actual class proceedings, it is vital that each
teacher be competent at, and comfortable with,
writing daily lesson plans.
This module is designed to help you to gain the
skills necessary to write a lesson plan. However,
two levels of competency are involved: first, you
must have knowledge of the parts of the lesson
plan and how they fit together, i.e., knowledge of
the form itself; secondly, once you have attained
competency in teaching skills and techniques, you
need to be able to bring that Knowledge together
into a well-conceived, teachable lesson plan, i.e.,
ability to use the form effectively.
f A simple analogy can illustrate this two-step
process of building competency. Picture one of
those simple jigsaw puzzles for children which
come in a frame with lines marked on the center
section of the frame to indicate the shapes so the
child can easily match the pieces to the shapes,
it’s a jigsaw puzzle for beginners. The first part of
this module gives you that frame. Armed with the
frame, you can then go to the other modules—the
puzzle pieces—and fit them into the frame piece
by piece. Imagine each of the pieces in the illustra-
tion is labeled. One might be labeled “Present an
Illustrated Talk." Still another might be labeled
“Develop Student Performance Objectives." As
you pursue these modules—these puzzle
pieces
—
you will need to be aware of their place in
lesson planning. Ultimately, you will have the
competence to fit the pieces together within that
lesson plan framework, thus completing this
module.
Therefore, you will be taking this module in two
parts. The first three learning experiences will
serve as the prerequisite for all other modules you
take requiring competency in lesson planning, but
the final learning experience can be completed
only after you have attained competency in a
minimum number (to be specified by your re-
source person) of all the other modules.
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ABOUT THIS MODULE
Objectives
Terminal Objective: While working in an actual
school situation, develop a lesson plan. Your perfor-
mance will be assessed by your resource person,
using the Teacher Performance Assessment Form
,
pp. 31-32 (Learning Experience IV).
Enabling Objectives:
1. After completing the required reading, critique a
given lesson plan (Learning Experience /).
2. Utilizing your present knowledge of how to teach,
write a preliminary lesson plan (Learning Experi-
ence II).
3. During the remainder of your teacher training ex-
perience, complete a minimum number of mod-
ules containing those skills necessary to write ef-
fective daily lesson plans (Learning Experience III).
Resources
A list of the outside resources which supplement
those contained within the module follows. Check
with your resource person (1) to determine the avail-
ability and the location of these resources, (2) to lo-
cate additional references in your occupational spe-
cialty, and (3) to get assistance in setting up activities
with peers or observations of skilled teachers, if
necessary. Your resource person may also be con-
tacted if you have any difficulty with directions, or in
assessing your progress at any time.
Learning Experience I
Optional
Sample lesson plans or lesson plan formats in
your service area which you can review.
Learning Experience li
Required
A resource person to evaluate your preliminary
lesson plan.
Optional
Two peers to work with in developing various
types of lesson plans.
Learning Experience III
Required
A resource person to help you determine the
additional modules you need to complete to
write an effective lesson plan.
A resource person to verify your successful
completion of these modules.
Learning Experience IV
Required
An actual school situation in which you can
develop a lesson plan.
A resource person to assess your competency in
developing a lesson plan.
This module covers performance element numbers 62-89 from Calvin J.
Cotrell et el., Model Curricula for Vocational and Technical Teacher
Education: Report No. V (Columbus. OH: The Center tor Vocational
Education. The Ohio State University, 1972). The 384 elements In this
document form the research base for all The Center's PBTE moduls
development.
For information about the general organization of each module, 9en0
^
a
.l
procedures for their use, and terminology which is common to all 10
modules, see About Using The Center’s PBTE Modules on the inside bac
cover.
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Learning Experience I
OVERVIEW
After completing the required reading, critique a given lesson plan.
Activity You will be reading the information sheet, The Why's and How’s of Lesson
Planning, pp. 6-15.
You may wish to obtain and review other sample lesson plans or lesson
plan formats specific to your service area.
You will be critiquing the Lesson Plan, pp. 16-17.
e You will be evaluating your competency in critiquing the lesson plan bycomparing your completed critique with the Model Critique, p. 19.
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For information concerning the purpose of lesson planning, and the major
components of a good lesson plan, read the following information sheet:
THE WHY’S AND HOW’S
OF LESSON PLANNING
In all of the literature, no two educators agree
completely on the content and form of a lesson
plan; however, the one point they all agree on is
that all teachers need to do some form of lesson
planning.
Why is daily lesson planning so vital to the teach-
ing process? The overworked analogy of the cook
in the kitchen shows why. Novices attempting to
create an edible meal need to know when the meal
is to be served and how much time each item
needs to cook before they can know when to start
each item. They need recipes to show them how to
prepare each item. These recipes indicate time,
quantities, order. They need to know what foods
go best with other foods to make a well-balanced
meal. In other words, they need to plan in advance.
As these cooks become more and more proficient,
their planning stages may become less visible to
an onlooker, but they are still there; they just come
more easily since they have developed the habit of
thinking in planning patterns.
Likewise, beginning teachers need to prepare
thorough plans to guide their instructional efforts.
In order to make a plan, you have to think through
(1) where you're going, (2) how you're going to get
there, and (3) how you'll know when you've ar-
rived. You are visualizing just what you will do
when you walk into the classroom. In addition,
through good planning you can anticipate prob-
lems and plan, in advance, to eliminate or over-
come them. You have probably had the experience
of studying for an exam and feeling you really
knew the material—that is, until you were asked to
use it on the test. At this point, you realize that you
were just aware of the material. When you have to
explain material to someone else, an in-depth
comprehension of the material is needed; this
takes careful planning, and through the planning
process one really masters the material. Planning
also allows you to anticipate what your needs will
be for supplies, tools, equipment, and other sup-
port materials. All of these organizational efforts
are ultimately a time saver. As you plan on paper,
you will weed out the extraneous and save the
essential.
In the classroom, the plan serves as a handy
guide during the presentation. The fact that your
lesson is well planned should give you confidence,
give your students a sense of security, and give
your lesson a sense of purpose and direction.
Finally, since daily plans grow out of unit plans 1
or weekly plans, daily plans help keep the teacher
on track in his/heroverall goals, thus providing for
continuity in the course and in student learning.
1. To gain skill in unit planning, you may wish to refer to Module B-3,
Develop a Unit of Instruction.
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7students'
needs,
interests,
abilities
What Is a Lesson Plan?
A lesson plan is a simply stated, clearly written,
flexible and individualized teacher aid for conduct-
ing a class. It is individualized in two senses: (1) it is
based on the individual needs, interests and
abilities of the students; 2 and (2) it is formatted
according to the goals, needs, and style of the
teacher. Although forms for writing lesson plans
vary, basically there are three major sections to
each plan: (1) lesson approach; (2) lesson de-
velopment; and (3) lesson summary. In addition,
lesson plans usually include some preliminary in-
formation. The following is a discussion of this
preliminary information and of the three major
sections and their components.
Preliminary Information
Somewhere at the top of your lesson plan, you
need to identify certain information. Various forms
have you list the subject being taught (i.e., Basic
Shop Practice), the date the plan will be used, the
unit title, the title of the lesson, the grade level of
the students, the hour or period the class meets, or
teacher's name. How much of this information
you specify will depend on your needs. A teacher
responsible for several subjects may wish to
specify "subject.” A teacher responsible for teach-
ing the same subject to various classes may wish
to specify "class!’ A teacher involved in team
teaching may wish to put his/her name on the
plan.
2. To gain skill in determining the needs and interests of students, you
may wish to refer to Module B-1, Determine Needs and Interests of
Students.
Lesson Approach
The critical components in the lesson approach
section of planning are the aims or objectives, and
the lesson introduction. The aims, objectives,
goals, whichever you call them, are the "where are
you going" portion of your plan. The objectives for
the daily lesson plan are drawn from the broader
objectives of the unit plan. Students can and
should be involved in selecting objectives for the
daily plan. For instance, one of the objectives of a
unit plan may be to "list ways of getting a job.” As a
result of this activity, students could indicate to
you areas in which more information is needed;
i.e., a need to be able to actually fill out an applica-
tion, or a need to be able to prepare a resume.
Based on this input, you are then able to write
specific objectives for daily lesson plans designed
to meet those needs. These should be stated in
terms of the student, not the teacher. You do not
state what you will do, but what students will be
able to do as a result of the instruction. Your objec-
tive is not "to explain how to write a resume";
rather, the objective would be "The student will
develop a resume,” or “The student will demon-
strate knowledge of what goes into a rdsum6.”
This brings up a second point: the objectives must
be stated in terms of performance, or of observa-
ble behavior. Note the verbs "develop" and "dem-
onstrate" in the objectives above; these show ac-
tion and indicate something to be performed.
Thirdly, objectives need to contain information
concerning the conditions under which the per-
formance will be accomplished; e.g., “Given four
sample resumes, the student will develop his own
rdsumd." Fourthly, the objective must include the
criterion on the basis of which satisfactory attain-
ment of the objective will be judged; e.g., “Given
four complete r6sum6s, the student will develop
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his own r£sum£ containing complete information
in each of the necessary categories as indicated
by the samples." Two final points: (1) each state-
ment should contain only one objective, one type
of performance; and (2) any statement should be
written so that it can easily be understood by both
teachers and students.
In the introduction component of your lesson
plan, you determine how you will acquaint your
students with the specified objective(s) for the les-
son. One major purpose of the introduction is to
orient students to (1) what the objectives of the
lesson are, (2) how the lesson relates to them, (3)
how it relates to their past classroom activities,
and (4) what will be expected of them. Two other
functions of the introduction are (1) to get the
attention of the students, and (2) to motivate them
sufficiently to hold their attention. There are vari-
ous methods which can be used to achieve these
purposes: telling an interesting related story or
anecdote, giving a brief demonstration, asking
provocative questions, or presenting background
information. Preferably, students should be in-
volved in some way, by suggesting answers to the
provocative questions, assisting in the demonstra-
tion, sharing their related experiences, or some
other form of student-teacher interaction.
Lesson Development
Once you have determined where you are going,
and have planned how to introduce this to your
students, you need to determine how to get there.
You need to select the most appropriate technique
or method with which to communicate the mate-
rial to the students, and you need to select the
most appropriate learning experiences via which
students can apply the material. Many learning
experiences are specified in curriculum guides
and other instructional materials. By looking in
these resources, you can get many good ideas.
Numerous variables determine what is "appropri-
ate.” Obviously, your objectives will be the primary
basis for selection. As previously mentioned, one
determinant is the individual needs, interests, and
abilities of the students. Another is whether you
want students to learn (1) a skill, (2) an idea or
concept, (3) an attitude, or (4) a value. What time
and resources you have available further limits
your choices. The following is a list of sample
techniques and learning activities:
Audiotape
Brainstorming
Bulletin board
Buzz groups
Chalkboard
Committees
Community study
Computer
Debates
Demonstration
Discovery
Discussion
Displays
Dramatizations
Drill and practice
Exhibits
Field trips/ research
Film loops
Films
Filmstrips
Flannel boards
Flip chart
Games
Graphics
Homework assignment
Illustrated talk
Independent study
Information sheets
Investigation/ reporting
Laboratory work
Large-group/small-group
instruction
Library research
Listening
Listing or diagramming
Models
Oral recitation
Panels/symposiums
Problem-solving
Programmed materials
Projects
Question and answer
Reading out loud
Real objects
Resource persons
Review
Role-playing
Simulation
Slides
Speaking
Step-by-step procedure
panels
Supervised study
Team teaching
Television
Transparencies
Verbal illustrations
Videotape
Visual illustrations
Work-study
Writing
It is difficult to break that list into (1) techniques for
conveying information, and (2) activities for pro-
viding students with opportunities for applying the
information, since many of the items could be
used in both ways. If, for example, you use
selected students to demonstrate a manipulative
skill to other students, the selected students are
practicing the skill, applying what they know.
Likewise, the order of usage is not set in stone.
Some of the literature specifies that assignments
be made during the lesson approach; this would
give students a further idea of where they are
going and what will be expected of them. Other
texts suggest that the assignment be a summariz-
ing activity. Some schools provide specific time
during the class period for supervised study—an
assignment done in class with the teacher avail-
able to help.
When you have considered all the variables,
then you can sort through the techniques and ac-
tivities, considering the advantages and disadvan-
tages of each in terms of your specified variables.
You are not necessarily looking for one technique
and one learning experience. The use of several
techniques in combination can be very effective
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and can help maintain student interest, and if
learning experiences are selected based on stu-
dent needs, interests, and abilities, it should be
fairly obvious that several experiences should be
prepared to provide for the needs, etc., of the var-
ied individuals in your class.
The content or subject matter or concept
section of the lesson plan is determined by the
objective(s) of the lesson. The format of this con-
tent section may vary. Some people plan the con-
tent in outline form, others write in paragraph
form. Many times the technique(s) determine how
you plan the content. For example, if you chose
"demonstration," you would need to list, in detail,
the steps of the demonstration in the exact se-
quence they are to be performed, and you would
probably need to include any special safety rules
involved in the activity. If you chose to “give a brief
explanation," you would need to outline the infor-
mation to be explained. If you chose “discussion,”
you would need to prepare a list of key questions
to guide the discussion and keep it moving. Re-
member, the content needs to relate to the
achievement of your objective(s), and to each indi-
vidual in your class.
It would be appropriate at this point to mention
resources and materials. These include all the
physical tools of the trade: media or audiovisual
aids, reading material, machinery, equipment,
tools, supplies, bulletin boards, graphs, etc. If you
refer to the list of techniques and activities, you will
see a large number of these aids listed. Relative to
these aids, you have two tasks to complete for the
lesson development section of your plan: you
must select appropriate aids to support the objec-
tives and content of your lesson; and you must
plan to have these aids available. Although this
discussion is being presented under “Lesson De-
velopment," media and aids can and should be
used to support or enhance the lesson during the
approach, the development, and the summary. It is
being discussed in only one place simply to avoid
repetition. When you have determined the re-
sources which would aid your students in meeting
the objectives, you need to plan to select and ob-
tain, or to prepare these resources. They should
then be listed in the plan. Back to the recipe anal- ))
ogy: It's easy to try to bake a casserole from mem-
ory and then to realize halfway through that you
neglected to buy one of the necessary ingredients.
With these items listed, you’re more likely to be
prepared.
There are two major activities which occur in
this section of the lesson: (1) summarizing the
lesson; and (2) evaluating students’ attainment of
the objectives. These two activities need not
necessarily occur in that order: summary first, »
then evaluation. There will be times when an l||
evaluation will logically precede the formal sum-
mary (see Model Lesson Plan: Informational, p.
12).
The summary component is the place in your
plan where you determine means for (1 ) pulling the
loose ends together, (2) drawing conclusions, (3)
evolving generalizations, and/or (4) reiterating
major concepts. By use of key questions requiring
student responses, you can informally evaluate
whether the lesson objectives have been met. Of
primary importance is to relate all that has gone on
during class back to the lesson objective(s), and to
relate again what has occurred to past and future
lessons. In other words, the summary should rein-
force for students where they were headed, where
they have been, where they should be now and
why, and where they will go from here.
The evaluation component is the tool for deter-
mining if, in fact, the students are where they
should be now (i.e., have they reached the lesson
objective?). The method of evaluation you select
should be based on the type of objective the stu-
dents are trying to achieve. For example, ifthegoal
is for students to attain competency in performing
a skill, a paper-and-pencil test will not measure that
performance competency. Instead, you could de- »
velop a checklist, observe the student performing ly
the skill, and rate the proficiency of performance.
Lesson Summary
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You are probably familiar with most forms of
evaluation as a result of your own schooling. A
short list of possible evaluation techniques fol-
lows:
• Recall-type items
True-false
Multiple-choice
Completion
Fill-in-the-blanks
Listing
• Essay questions
• Oral questions
• Performance tests
Checklist
Rating scale
• Standardized tests
The specific criteria for evaluation should be
established cooperatively with the students. Just
as they should have been involved in establishing
the initial objective(s), students should help to set
the standards by which they will ultimately be
evaluated. If these criteria were stated in terms of
observable behavior, then measurement is pos-
sible. Any job-related criteria chosen should be
based on the attributes and performance stan-
dards necessary for entry-level employment, since
it is the real world for which you are preparing
these students.
One final note on student evaluation. Since you
are dealing with individuals, one type of evaluation
device may not meet all their needs or abilities. A
variety of methods of evaluation may need to be
selected to provide for these individual differ-
ences.
It is especially valuable for the beginning
teacher to indicate beside each activity in the les-
son plan how much time the activity may take.
Comparing the estimated time to the actual time
used will allow a teacher to make more accurate
estimates as time goes on. Time is a vital con-
sideration. Nothing is more uncomfortable or less
productive than 15 idle leftover minutes, or a les-
son cut short prematurely. Good planning pre-
vents these dilemmas from occurring.
Finally, a good plan should have a space for
notes. This is another type of evaluative device,
but this time it is the plan which is being evaluated.
Immediately following the class period, you should
write down, on the plan itself, any comments or
any questions you have relative to the plan and its
effectiveness in helping you to achieve your stated
objectives. What things worked? What things
didn't work? What things didn't get covered?
What questions were raised that need further
clarification? How accurate were your time allot-
ments for the various activities? These notes serve
two purposes: (1 ) they can be generalized and thus
help you in writing other plans; and (2) should you
need to teach the same lesson at a future date,
these notes can suggest needed improvements.
On the following pages are examples of three
lesson plans: one is a completed model of an
informational-type lesson plan; two are blank
forms, one for a manipulative skills lesson, and
one for a problem-solving or managerial lesson.
There are three other items that need to be con-
sidered in planning a lesson: announcements,
time, and notes.
Announcements are those items of business
not related to the lesson content: a meeting of the
student vocational organization, an assembly, the
due date for independent study projects, etc. To
make sure the item gets mentioned, and to make
sure valuable class time isn't taken up with inter-
ruptions, any announcements should be written
into the lesson plan, and scheduled for a particular
time during the class period (i.e., during a break, at
the very beginning, or at the very end).
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MODEL LESSON PLAN: Informational
UNIT: Job Opportunities
LESSON TOPIC: Ways of Getting a Job: The R6sum6
OBJECTIVE: Given four sample r<§sum6s, the student will develop
his own r6sum6 containing
complete information in each of the necessary categories as
indicated by the
samples.
INTRODUCTION: This past week we have been talking about various ways of
getting a job. Today, I
want you to assume that you will be completing vocational training soon
and have
been watching the "help wanted" column in the local newspaper This
morning
5 minutes you noticed a job opening that appeals to you, but
the ad suggests that you send a
resumd to Box 47 in care of the local paper.
The only way that you can secure further information regarding this
position is by
sending your resume to a box number. What are you going to do, give up?
What is
a resumb? What will the prospective employer do with it? Where
can you get one
.
These are a few of the questions that we will try to answer using
some sample
r6sum6s At the completion of this lesson you will have a personal
resume that
you have developed. When that job opening comes along, you will be prepared.
METHOD: Discovery
Supervised Individual Activity
LEARNING ACTIVITY Students will study the four samples individually to discover
for themselves the
10 minutes types of information contained in a resume and
the format require .
Based on what they have discovered, each student will prepare his own
r6sum6,
20 minutes rough draft.
RESOURCES: Copies of four teacher-prepared sample resumes for each student.
EVALUATION: Students will pair off, trade papers, and discuss each resume,
evaluating the
completeness of each on the basis of the four samples. Each student will
then
make a final draft of his rSsumS incorporating any necessary revisions.
Final
evaluation will be made by the teacher using the four samples as guidelines.
15 minutes
SUMMARY: Question and Answer
15 minutes Point #1 : The objective of this lesson was to develop a
r6sum6 containing
information appropriate for job application.
Point #2: What is a rdsume?
Point #3: What information should a r6sumd contain?
Point #4: Why should careful attention be given to the preparation of the
re-
sume?
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SAMPLE 2
MODEL LESSON PLAN: Manipulative Skills
JOB (or operation):
AIM (or purpose):
TOOLS AND EQUIPMENT:
MATERIALS:
TEACHING AIDS:
REFERENCES:
Unit
Lesson
|. PREPARATION (of the students)
II. PRESENTATION (of the skills):
Operations or Steps Key
Points (things to
remember to do or say)
(Additional blank sheets can be ruled into two co
umns for notes for presentation step.)
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Operations or Steps Key Points (things to
remember to do or say)
ill. APPLICATION (practice by students under close supervision)
IV. TEST (performance of skill to acceptable standards)
Suggested Reading for Students:
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SAMPLE 3
MODEL LESSON PLAN: Problem-Solving or Managerial
UNIT:
LESSON TOPIC:
OBJECTIVE:
INTRODUCTION: [Identification of Problem (informal)
Statement of the Objective (formal)]
time
METHOD: [Problem-Solving or Managerial]
KEY QUESTIONS TO ASK
TO IDENTIFY FACTORS
FACTORS TO BE
IDENTIFIED
time
RESOURCES: [list of resources
solve problem]
for students to use in locating information
needed to
time
SUMMARY: [draw conclusions to the problem]
time
EVALUATION:
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If you are interested in seeing more sample lesson plans or lesson plan
formats specific to your service area, you may wish to check one of the
following sources: inservice teachers, a resource person, a library, or a
resource center. Try to locate a variety of forms for a variety of situations.
You might also want to discuss planning guidelines with an Inservice
teacher or resource person. You may wish to structure the discussion
around certain key questions, e.g.:
• What basic form or forms does he or she use in planning?
• Does he/she use different forms for different purposes?
• How much information do these forms include?
• How does he/ she involve students in the lesson planning process?
• How much time does he/she spend each week in preparing iesson
plans?
Below is a Lesson Plan which is partially incorrect and/or incomplete.
Based on the material contained in the information sheet, The Why’s and
How’s of Lesson Planning, pp. 6-15, critique in writing this plan. It is
suggested that you critique each section in turn, indicating strengths as
well as weaknesses.
LESSON PLAN
Class:
Level:
Date:
Teacher:
Lesson Objective:
Technique:
Content Outline:
5th Period
10th Grade
January 8, 1972
Mr. Nelson
To acquaint the learner with the techniques for developing an acceptable resume.
Lecture
I. Basic Information
A. Define a resume
A resume or personal data sheet is a summary or abbreviated account of a person's career and
qualifications typically used when applying for a position.
B. Indicate why a r6sum§ is important
Since an employer may grant personal interviews to the best-qualified applicants, a well-written
resume may be your only opportunity to secure employment. The r6sum6 must convey to the
prospective employer that you have abilities that meet his firm's needs.
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ii. R§sum6 Content
A. Persona! information
1. Name
2. Address
3. Telephone number
4. Education
5. Age
6. Weight
7. Height
8. Health
9. Marital status
B. Subjects studied relating to desired employment.
C. Student activities.
D. Special skills
E. Work experience
F. References
Summary: Question and Answer
Key Questions: What is a r§sum6?
Why is a resume important?
What six items must be contained in a r6sum6? Why?
Homework Assignment: Have students develop their own r6sum6s.
Evaluation: Teacher will judge if rdsumds contain appropriate information.
Resources: None
17
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Compare your completed written critique of the Lesson Plan with the
Model Critique given below. Your response need not exactly duplicate the
model response; however, you should have covered the same major
points.
MODEL CRITIQUE
There is a stated objective, but the objective is
not stated in terms of student behavior. Further-
more, neither the conditions nor the criteria are
included in the objective.
The introduction has been overlooked com-
pletely; thus, no orientation or motivation is pro-
vided.
The technique selected and the content outline
are passible. However, a combination of tech-
niques and some provision for student involve-
ment would be preferable. The content outline is
appropriate to the lecture method.
The learning experience in which students can
apply what they've learned is the homework as-
signment. You may have noted that this is a ques-
tionable application activity in that these students
have “heard” about resumes, but have never been
shown a sample. Based on the type of lesson
given, it would probably be preferable for them to
make their initial attempts in class with the teacher
available.
The summary is included, and provision is made
for student involvement. However, the students
have just sat passively through a lecture. This
summary could encourage them to parrot back
what they've heard since it follows the content
outline so closely. The summary fails to speci-
fically relate what has happened in the lesson to
the lesson objectives.
The evaluation method is provided, but it is too
vague to be measurable. What criteria will this
teacher use to judge the resumes? How does he
know what is "appropriate"?
A resources category is included, but no re-
sources were used. Resources should have been
used. At the very least, sample resumes should
have been provided, or students should have been
given information regarding where they could lo-
cate samples. The lecture could have been en-
hanced by the use of a transparency of a sample
resume. Too little of the students' senses are
utilized
;
they get to exercise only their ears up until
the summary.
Finally, there is no indication of the time involved
for activities, nor is space provided for the teacher
to make evaluative notes on the plan's success,
nor does the plan seem to provide for individual
differences.
LEVEL OF PERFORMANCE: Your completed critique should have covered the same major points as the
model response. If you missed some points or have questions about any additional points you made,
review the material in the information sheet, The Why’s and How's of Lesson Planning, pp. 6-15, or
check with your resource person if necessary.
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(< Learning Experience II
OVERVIEW
Utilizing your present knowledge of how to teach, write a preliminary
lesson plan.
Activity You will be selecting objective(s) for a lesson.
r
I Artivitv You will be planning a lesson which would enable students to achieve the
l stated objective(s).
You may wish to work with peers who are taking this module at the same
time as you are and arrange for each of you to do one of the three lesson
plan types.
Your preliminary lesson plan will be evaluated by your resource person,
using the Checklist for Preliminary Lesson Plan, p. 23.
1
21
Activity
Every lesson plan is built around one or more student performance objec-
tives. At this point, you need to select the objective(s) of the lesson you will
be planning. To do this, you may select from any unit plan objectives you
may have developed, or you may select another objective(s), with the
permission of your resource person. Remember, unit plan objectives are
usually more general than daily lesson objectives; if you select from unit
plan objectives you developed, these objective(s) may need refinement.
You are now ready to plan, in writing, a lesson that will enable students to
achieve the objective(s) you selected. Your lesson plan should include all
necessary information. Check with your resource person to see if he or she
has a specific lesson plan format for you to follow.
If you can locate two peers who are completing this module at the same
time as you are, you may wish to arrange for each of you to concentrate on
developing one of the three types of lesson plans: informational, manipula-
tive skill, and problem-solving. You could then share and discuss your
results and have samples of all three types available for future reference.
After you have developed your preliminary lesson plan, arrange to have
your resource person review and evaluate your plan. Give him/her the
Checklist for Preliminary Lesson Plan, p. 23, to use in evaluating
your
work.
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CHECKLIST FOR PRELIMINARY LESSON PLAN
Directions: Place an X in the NO, PARTIAL, or FULL box to indicate that Name
each of the following performance components was not accomplished,
partially accomplished, or fully accomplished. If, because of special cir- 5^r
cumstances, a performance component was not applicable, or impossible
to execute, place an X in the N/A box. —
1. There is a stated objective in the plan
2. The objective is stated in terms of a single student behavior —
3. The objective contains the conditions under which the objective will
be achieved, and the criteria via which achievement will be mea-
sured
4. There is an introduction
5. The introduction contains information or techniques meant to
motivate students and orient them to the lesson objective
6. There is a statement in the plan indicating what methods, tech-
niques, or learning experiences will be used to help students
achieve the lesson objective
7. Students are given an opportunity to apply what they learned .
.
8 The necessary content for the methods selected (i.e., key questions,
information outline, step-by-step procedures) is included in the
plan
9, There is a summary
10 The summary contains information or techniques meant to
pull
loose ends together, restate major points, and relate the lesson to
the objective
11. A method of evaluation is provided
12. Resources are included in the plan
LEVEL OF PERFORMANCE
*
T
* /
the teacher needs to complete in order to reach
competency in the weak ar ( ).
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NOTES
Learning Experience III
OVERVIEW
Activity
During the remainder of your teacher training experience, complete a
minimum number of modules containing those skills necessary to write
effective daily lesson plans.
You will be reading the list of Modules Related to Lesson Planning, p.26.
You will be determining with your resource person the specific modules
you will need to complete, listing those modules on the Record Form, p.
27, and completing those modules during the remainder of your teacher
training experience.
You will be submitting the Record Form to your resource person when
you have completed all the modules listed on the form.
€
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Activity
At this point you have learned how to write a sketchy lesson plan. In order
to write a really thorough and effective lesson plan, you will need to know
how to develop each of the lesson plan components. For example, when
you get to the development section of your lesson plan, you will not be able
to select the most appropriate teaching technique if you are not well-
versed in the great variety of techniques available to you. The modules
listed below contain many of the competencies you will need in lesson
planning. Please read through the list of modules below.
MODULES RELATED TO LESSON PLANNING
Objectives
Develop a Course of Study A-8
Conduct an Occupational Analysis A-7
Develop Long-Range Program Plans A-9
Determine Needs and Interests of
Students 8-1
Develop Student Performance Objectives B-2
Introduction
Introduce a Lesson C-10
Summary
Summarize a Lesson C-11
Evaluation
Establish Student Performance Criteria D-1
Assess Student Performance: Knowledge D-2
Assess Student Performance: Attitudes D-3
Assess Student Performance: Skills D-4
Evaluate Your Instructional Effectiveness D-6
Individualization
Provide Instruction for Slower and More
Capable Learners C-14
Individualize Instruction C-18
Gather Student Data Using Formal
Data-Collection Techniques F-1
Gather Student Data Through
Personal Contacts F-2
Resources, Techniques, Learning Experiences
Select Student Instructional Materials B-5
Prepare Teacher-Made Instructional
Materials B-6
Direct Field Trips C-1
Conduct Group Discussions, Panel
Discussions, and Symposiums C-2
Employ Brainstorming, Buzz Group,
and Question Box Techniques
Direct Students in Instructing
Other Students
Employ Simulation Techniques
Guide Student Study
Direct Student Laboratory Experience
Direct Students in Applying Problem-
Solving Techniques
Employ the Project Method
Employ Oral Questioning Techniques
Employ Reinforcement Techniques
Present an Illustrated Talk
Demonstrate a Manipulative Skill
Demonstrate a Concept or Principle
Employ the Team Teaching Approach
Use Subject Matter Experts to
Present Information
Prepare Bulletin Boards and Exhibits
Present Information with Models, Real
Objects, and Flannel Boards
Present Information with Overhead and
Opaque Materials
Present Information with Filmstrips and
Slides
Present Information with Films
Present Information with Audio
Recordings
Present Information with Televised and
Videotaped Materials
Employ Programmed Instruction
Present Information with the Chalkboard
and Flip Chart
C-3
C-4
C-5
C-6
C-7
C-8
C-9
C-1
2
C-1
3
C-1
5
C-1
6
C-1
7
C-1
9
C-20
C-21
C-22
C-23
C-24
C-25
C-26
C-27
C-28
C-29
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With your resource person, decide which modules you will need to com-
plete to acquire the competency necessary to write a detailed lesson plan.
Then list the titles of those modules on the Record Form below. You may
wish to sequence these module titles in the order in which you wiii be doing
them. Then, proceed to complete these modules, recording the date
started and the date completed.
RECORD FORM
Date
Modules Needed
Date
Started
Date
Completed
(
There is no formal feedback device for this learning
experience. When you
have successfully completed all the modules on
your Record Form,
submit the form to your resource person for verification
before proceeding
to the final learning experience.
27
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Learning Experience IV
FINAL EXPERIENCE
While working in an actual school situation*, develop a lesson plan.
Activity
Select a topic in your occupational specialty, and develop a well-
formulated and complete lesson plan for a class you are responsible for
teaching. This will include—
• determining the student performance objectives to be achieved
• developing a lesson introduction
• selecting lesson methods, techniques, and learning experiences
• developing lesson content
• selecting resources and materials
• developing a lesson summary
• selecting evaluation methods
After you have developed your final lesson plan, arrange to have your
resource person review your plan.
Your total competency will be assessed by your resource person, using the
Teacher Performance Assessment Form, pp. 31-32.
Based upon the criteria specified in this assessment instrument, your
resource person will determine whether you are competent in developing a
lesson plan.
fOptional J
^ActivityQ
This is a planning module and, therefore, it is your planning ability only that
is being evaluated. However, even when advanced planning has been
correctly and completely done, the real test of a plan s effectiveness ulti-
mately comes when you try to teach from it. Therefore, you may wish to
submit the plan you devised to the ultimate test by teaching an actual
lesson using that plan.
For a definition of "actual school situation,” see the inside back cover.
29
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TEACHER PERFORMANCE ASSESSMENT FORM
Develop a Lesson Plan (B-4)
Directions: Indicate the level of the teacher’s accomplishment by placing
an X in the appropriate box under the LEVEL OF PERFORMANCE heading.
If. because of special circumstances, a performance component was not
applicable, or impossible to execute, place an X in the N/A box.
The overall plan:
1. is written in a clear and understandable manner ...
2. allows for flexibility
3. is practical (can be carried out in an actual school situa-
tion)
4. is geared to the level of the students for which it was
prepared
5. includes provisions for individualization
6. indicates the time allotted for each activity
7. includes the use of supportive or illustrative audio or
visual aids
With respect to the objective(s):
8. they are stated in terms of student behavior
9. the conditions for performance are specified
10. the criteria for measuring performance are specified .
.
11. the lesson objectives are based on unit objectives . .
.
12. each statement contains only one objective
13. each statement is clear, concise, and easily understood
With respect to the introduction:
14. students are oriented to:
a. the lesson objectives
b. how the objectives relate to them
c. how the objectives relate to past classroom experi-
ence
d. how the objectives will be accomplished
LEVEL OF PERFORMANCE
/ / /
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15. motivational and/or attention-getting devices are
in-
eluded
* ‘
16. provision is made for student involvement
With respect to methods, techniques, and learning
experi-
17 each of these was selected on the basis of the
lesson
'
objectives, and the type of performance they specified
18. students are provided with opportunities to
apply what
they learned
19. selection was influenced by available resources
and
facilities, both in class and on the job
20. selection was based on student needs, interests,
and
abilities
With respect to content:
21. the content is sufficiently detailed
22. the content includes information necessary
for the
achievement of the stated objectives
With respect to resources and materials:
23. necessary tools, equipment, supplies, supplementary
material, media, etc., are listed in the plan
With respect to the summary:
24 provision is made for restating objectives, pulling loose
ends together, drawing conclusions, evolving generali-
zations, and/or reiterating major contents
25.
provision is made for student involvement
With respect to evaluation: .
26.
evaluative methods were selected on the basis of the
stated performance objectives and the type of perfor-
mance they specified
27. the evaluative criteria were planned and selected
cooperatively with students
28. evaluative criteria are based on attributes and
perfor-
mance necessary for entry-level employment
*
T / / f £c?° 4
[
[
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LEVEL OF PERFORMANCE: All items must receive N/A, GOOD, or
EXCELLENT r^ponses. If ttern
• mhmf poor nr FAIR resoonse the teacher and resource person should meet to deter
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ABOUT USING THE CENTER’S PBTE
MODULES
Organization
Each module is designed to help you gain competency
in a particular skill area considered important to teach-
ing success. A module is made up of a series of learning
experiences, some providing background information,
some providing practice experiences, and others com-
bining these two functions. Completing these experi-
ences should enable you to achieve the terminal objec-
tive in the final learning experience. The final experience
in each module always requires you to demonstrate the
skill in an actual school situation when you are an intern,
a student teacher, or an inservice teacher.
Procedures
Modules are designed to allow you to individualize your
teacher education program. You need to take only those
modules covering skills which you do not already pos-
sess. Similarly, you need not complete any learning ex-
perience within a module if you already have the skill
needed to complete it. Therefore, before taking any
module, you should carefully review (1 ) the Introduction,
(2) the Objectives listed on p. 4, (3) the Overviews pre-
ceding each learning experience, and (4) the Final Ex-
perience. After comparing your present needs and com-
petencies with the information you have read in these
sections, you should be ready to make one of the foliow-
ing decisions:
• that you do not have the competencies indicated,
and should complete the entire module
• that you are competent in one or more of the en-
abling objectives leading to the final learning ex-
perience, and thus can omit that (those) learning
experience(s)
• that you are already competent in this area, and
ready to complete the final learning experience in
order to "test out"
• that the module is inappropriate to your needs at
this time
When you are ready to take the final learning experience
and have access to an actual school situation, make the
necessary arrangements with your resource person. If
you do not complete the final experience successfully,
meet with your resource person and arrange (1) to re-
peat the experience, or (2) complete (or review) previous
sections of the module or other related activities
suggested by your resource person before attempting to
repeat the final experience.
Options for recycling are also available in each of the
learning experiences preceding the final experience.
Any time you do not meet the minimum level of perfor-
mance required to meet an objective, you and your re-
source person may meet to select activities to help you
reach competency. This could involve (1) completing
parts of the module previously skipped: (2) repeating
activities: (3) reading supplementary resources or com-
pleting additional activities suggested by the resource
person; (4) designing your own learning experience, or
(5) completing some other activity suggested by you or
your resource person.
Terminology
Actual School Situation .
. . refers to a situation in
which you are actually working with, and responsible
for, secondary or post-secondary vocational students in
a real school. An intern, a student teacher, or an in-
service teacher would be functioning in an actual school
situation. If you do not have access to an actual school
situation when you are taking the module, you can com-
plete the module up to the final learning experience. You
would then do the final learning experience later; i.e„
when you have access to an actual school situation.
Alternate Activity or Feedback . . . refers to an item or
feedback device which may substitute for required
items which, due to special circumstances, you are un-
able to complete.
Occupational Specialty . . . refers to a specific area of
preparation within a vocational service area (e.g., the
service area Trade and Industrial Education includes
occupational specialties such as automobile me-
chanics, welding, and electricity).
Optional Activity or Feedback . . . refers to an item
which is not required, but which is designed to supple-
ment and enrich the required items in a learning experi-
ence.
Resource Person . . . refers to the person in charge of
your educational program; the professor, instructor,
administrator, supervisor, or cooperating/supervising/
classroom teacher who is guiding you in taking this
module.
Student . . . refers to the person who is enrolled and
receiving instruction in a secondary or post-secondary
educational institution.
Vocational Service Area . . . referstoamajorvocational
field : agricultural education, business and office educa-
tion. distributive education, health occupations educa-
tion, home economics education, industrial arts edu-
cation, technical education, or trade and industrial edu-
cation.
You or the Teacher . . . refers to the person who is tak-
ing the module.
Levels of Performance for Final Assessment
N/A . . . The criterion was not met because it was not
applicable to the situation.
None ... No attempt was made to meet the criterion,
although it was relevant.
Poor . . . The teacher is unable to perform this skill or
has only very limited ability to perform it.
Fair . . . The teacher is unable to perform this skill in an
acceptable manner, but has some ability to perform it.
Good . . . The teacher is able to perform this skill in an
effective manner.
Excellent . . . The teacher is able to perform this skill in a
very effective manner.
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Titles of The Center’s
Performance-Based Teacher Education Modules
Category A: Program Mannlngi Development, and Evaluation
A-1 Prepare for a Community Survey
A-2 Conduct a Community Survey
A- .3 Report the Findings of a Community Survey
A-4 Organize an Occupational Advisory Committee
A-5 Maintain an Occupational Advisory Committee
A-6 Develop Program Goals and Objectives
A-7 Conduct an Occupational Analysis
A-8 Develop a Course of Study
A-9 Develop Long-Range Program Plans
A-1Q Conduct a Student Follow-Up Study
A-11 Evaluate Your Vocational Program
Category B: Instructional Planning
B-1 Determine Needs and Interests of Students
B"2 Develop Student Performance Objectives
B-3 Develop a Unit of instruction
B~4 Develop a Lesson Plan
B-5 Select Student instructional Materials
B-6 Prepare Teacher-Made Instructional Materials
Category C: Instructional Execution
C~1 Direct Field Trips
0-2 Conduct Group Discussions, Panel Discussions, and
- Symposiums
G-3 Employ Brainstorming, Buzz Group, and Question Box
Techniques
C-4 Direct Students in instructing Other Students
C-5 Employ Simulation Techniques
06 Guide Student Study
G 7 Direct Student Laboratory Experience
C-8 Direct Students in Applying Problem-Solving Techniques
C-9 Employ the Project Method
C~10 Introduce a Lesson
0-1 1 Summarize a Lesson
C~12 Employ Oral Questioning Techniques
C-13 Employ Reinforcement Techniques
C-14 Provide Instruction for Slower and More Capable Learners
C-15 Present an illustrated Talk
G-1S Demonstrate a Manipulative Skill
C-17 Demonstrate a Concept or Principle
C-18 Individualize Instruction
G-19 Employ the Team Teaching Approach
0-20 Us© Subject Matter Experts to Present Information
C-21 Prepare Bulletin Boards and Exhibits
G-22 Present information with Models, Real Objects, and Flannel
Boards
C-23 Present information with Overhead and Opaque Materials
G-24 Present Information with Filmstrips and Slides
G-25 Present Information with Films
C-28 Present Information with Audio Recordings
G-27 Present Information with Televised and Videotaped Materials
C-28 Employ Programmed Instruction
G-29 Present Information with the Chalkboard and Flip Chart
Category D: Sn#truct8®nal Evaluation
D-1 Establish Student Performance Criteria
D-2 Assess Student Performance: Knowledge
D-3 Assess Student Performance: Attitudes
D-4 Assess Student Performance: Skills
D~5 Determine Student Grades
D-6 Evaluate Your Instructional Effectiveness
Category £: Instructional Management
E-1 Project Instructional Resource Needs
E-2 Manage Your Budgeting and Reporting Responsibilities
E-3 Arrange for Improvement of Your Vocational Facilities
E-4 Maintain a Filing System
E-5 Provide for Student Safety
E-8 Provide for the First Aid Needs of Students
E-7 Assist Students in Developing Self-Discipline
E-8 Organize the Vocational Laboratory
E-9 Manage the Vocational Laboratory
Category R GyUdarae®
F-1 Gather Student Data Using Formal Data-Coilection Techniques
F-2 Gather Student Data Through Personal Contacts
F-3 Use Conferences to Help Meet Student Needs
P-4 Provide Information on Educational and Career Opportunities
F-5 Assist Students in Applying for Employment or Further Education
Category Q: School-Community Relations
6-1 Develop a School-Community Relations Plan for Your Vocational
Program
G-2 Give Presentations to Promote Your Vocational Program
G-3 Develop Brochures to Promote Your Vocational Program
G-4 Prepare Displays to Promote Your Vocational Program
G-5 Prepare News Releases and Articles Concerning Your Vocational
Program
G~6 Arrange forTelevision and Radio Presentations Concerning Your
Vocational Program
G-7 Conduct an Open House
G-8 Work with Members of the Community
G-9 Work with State and Local Educators
G-10 Obtain Feedback about Your Vocational Program
Category H: Student Vocational Organization
H-1 Develop a Personal Philosophy Concerning Student Vocational
Organizations
H-2 Establish a Student Vocational Organization
H-3 Prepare Student Vocational Organization Members for
Leadership Roles
H -4 Assist Student Vocational Organization Members in Developing
and Financing a Yearly Program of Activities
H-5 Supervise Activities of the Student Vocational Organization
H-6 Guide Participation in Student Vocational Organization Contests
Category 8: Professional Role and Development —
1-1 Keep Up-to-Date Professionally
[-2 Serve Your Teaching Profession
1-3 Develop an Active Personal Philosophy of Education
1-4 Serve the School and Community
1-5 Obtain a Suitable Teaching Position
1-6 Provide Laboratory Experiences for Prospective Teachers
1-7 Plan the Student Teaching Experience
1-8 Supervise Student Teachers
Category J: Coordination of Cooperative Education
J-1 Establish Guidelines for Your Cooperative Vocational Program
J-2 Manage the Attendance, Transfers, and Terminations of Co-Op
Students
J-3 Enroll Students in Your Co-Op Program
J~4 Secure Training Stations for Your Co-Op Program
J-5 Place Co-Op Students on the Job
J-S Develop the Training Ability of On-the-Job Instructors
J-7 Coordinate On-the-Job Instruction
j-8 Evaluate Co-Op Students’ On-the-Job Performance
J-9 Prepare for Students' Related instruction
J— 1 0 Supervise an Employer-Employee Appreciation Event
BELATED PUBLICATIONS
Student Guide to Using Performance-Based Teacher Education
Materials
Resource Person Guide to Using Performance-Based Teacher
Education Materials
Guide to the Implementation of Performance-Based Teacher Education
H
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